$5 * 
$ ) 
ae a N 
ES S. PR S00 nl SE eu 
y Feb } j 
Nun] N aia. s oi ma ea Ud 
= AN we 
" * — 
Sie ee m ND a 
7 ^ 
SET 
ọ " © 
M6 Ey EV mh ot NEY: Ey 2 pA eps ir cet, 
meee ay e y va it ac rd a ua 
s oa 4 A i 
p [25 RP EN CP AM rS eA An Myr (mro 
y] i LII an 1 ! y 4, 
V bt RA FOr E aft d 
> E 


AP èe 


Emotionally Disturbed 
and Deviant Children 


New Views and Approaches 


WILLIAM C. RHODES 
University of Michigan 


James L. PAUL 
University of North Carolina 
at Chapel Hill 


Prentice-Hall Inc., Englewood Cliffs, New Jersey 07632 


Library of Congress Cataloging in Publication Data 
Ruoves, Wirttam C (date) 
Emotionally disturbed and deviant children, 


(Prentice-Hall series in special education) 
Includes bibliographies and index 
1, Mentally ill children, 2. Deviant behavior 
I. Paul, James L., joint author. H. Title. 
RJ499.R45 77-1417630 
ISBN 0-13-274662-X 


Prentice-Hall Series in Special Education 
William M. Cruickshank, Editor 


S.C.E.R.T., West Benga, 
Date 39.9, 79 | 


Acc. No.2&8 96 


tet stt nas 


30:29:28 
2665 


( 1978 by Prentice-Hall, Inc., Englewood Cliffs, N.J. 07632 


All rights reserved. No part of this book may be reproduced in 
any form or by any means without permission 
in writing from the publisher. 


Printed in the United States of America 
10 9 8 7T B 5 «4 3 9 j 


PRENTICE-HALL INTERNATIONAL, INC., London 
PRENTICE-HALL OF AUSTRALIA PTY. LiMITED, Sydney 
PRENTICE-HALL OF CANADA, LTD., Toronto 
PRENTICE-HALL OF INDIA PRIVATE LiMrrED, New Delhi 
PRENTICE-HALL OF JAPAN, INC., Tokyo 

PRENTICE-HALL or SOUTHEAST ASIA PTE, LTD., Singapore 
WHITEHALL Books LIMITED, Wellington, New Zealand 


Contents 


Preface v 


PART ONE Introduction 1 


CHAPTER 1 
Education of Emotionally Disturbed and Deviant 
Children: Emerging Perspectives 3 


CHAPTER 2 
A Psychohistorical View 17 


PART TWO Logical Positivistic Views and Approaches 41 
CHAPTER 3 


Behavioral Views and Approaches 43 


m 


iv CONTENTS 


CHAPTER 4 
Psychoneurological Views and Approaches 81 


PART THREE Philosophies of Deviance and Science 129 


CHAPTER 5 
Philosophy of Deviance 131 


CHAPTER 6 
Human Experience and Human Science 148 


PART FOUR Phenomenological Views and Approaches 169 


CHAPTER 7 

Labeling Theory: 

Sociological Views and Approaches 171 
CHAPTER 8 

Ecological Views and Approaches 190 


CHAPTER 9 
Counter-Theoretical Views and Approaches 227 


CHAPTER 10 
Existential Views and Approaches 256 


Index 279 


Preface 


A few short years ago, perhaps less than a decade, the 
term “emotional disturbance” seemed to communicate a very clear 
and specific human condition. There were some details lacking in 
our understanding, but those were merely a matter for further 
investigation. We would soon fill in the missing pieces, and the 
whole area would be tied up very neatly. 

Like many areas of knowledge, that clarity has disap- 
peared in the last few years. There has been an explosion of 
ideas, viewpoints, and nuances. What used to be a special province 
of a limited number of professionals and disciplines is the property 
hot only of innumerable disciplines, but has now become an area 
of public forum and public debate. Alongside the older, simplistic 
public image of “going crazy” are very sophisticated notions such as 
“behavior disorder,” “deviance,” and “developmental disability.” 
Popular magazines carry articles on “the mental illness myth,” 
“primal therapy,” “behavior modification,” “megavitamin therapy,” 
and so on. 
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It seemed important, therefore, to try to bring together, 
in an organized fashion, some of the more current systematic views 
of the area whose broader implications now seem more fully com- 
municated in the sociological concept of “deviance.” 

It is the predication of the authors that the area of 
public concern transmitted through the concepts “emotional dis- 
turbance” and “deviance” will grow and increase in public cen- 
trality. The inward-turning of the 1970s seems to have moved the 
nation into exploration of the territory of human states and human 
conditions of equal relevance with outer space exploration. 

The “scientific” explanations of the condition, the meth- 
ods of approach to the condition, and the systems of services 
for the condition, will become even more politicized than they now 
are. Those who make any claim to knowledge or authority in this 
area, or whom the public sees as having any responsibility in the 
area, will have to be very sophisticated about the issues and know 
very clearly in their own minds where they stand and what they 
believe. 

It is for this group that the following views and ap- 
proaches have been assembled and presented. It is hoped that the 
material that follows will be useful for that purpose. 


A Special Note to Our Readers 


We regret that our language has no neuter pronoun. 
We have used “his” frequently in this book. To have used “his or 
her” in every case would have created an awkward style. An at- 
tempt has been made by the various authors and the copyeditor to 
reduce the number of “he’s” following “the student,” “the teacher,” 
“the individual,” and “man.” We have not been completely success- 


ful in arriving at a unisex style. We hope that this does not detract 
from the content. 


PART ONE 


Introduction 


CHAPTER ONE 


Education 
of Emotionally 
Disturbed and 


Deviant Children: 


EMERGING PERSPECTIVES 


Education is gradually embracing the concept of the 
wholeness of persons. Current attention to the rights of learners is 
providing balance and perspective to the concern for knowledge 
about education that predominated during the sixties. In the past 
decade rigorous application of analytic concepts, increased support 
for educational research, and productive alliances between the 
fields of education and psychology, resulted in a primary focus 
upon the substantive knowledge base of education. 

Ten years ago, rights and individual liberties, especially 
those having to do with freedom lost or compromised by institu- 
tional oppression, demeanment, or denial of resources, were being 
proclaimed in the streets. Today these issues have been moved into 


the judicial system. The rights to education, to due process, to least 


restrictive alternatives, to privacy, and to treatment are notable 
examples of the major litigation that is reforming the legal foun- 
dations of the education and treatment of the handicapped. The 
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judicial system, a new meeting ground for consumers and pro- 
viders of services, is hardening the basis for accountability. Action 
for the handicapped in the seventies has included significant litiga- 
tion, new laws, consumer advocacy, public education, and an ex- 
panded public awareness and sensitivity to the problems of the 
handicapped. Improved standards for institutions and community 
facilities are being enforced; additional resources are being de- 
veloped, new knowledge is being generated and utilized by service 
providers, and community alternatives are being developed. 

The sixties began to focus attention on more personal 
exercise of rights and on the self-validating authority of individual 
experience. The drug and hippie movements, for example, fo- 
cused on decontrolling the boundaries of perception, awareness, 
and total experience. This aspect of the counter-establishment 
movement was more concerned with being, with freedom, with the 
affective domain, and with personal encounter than with organiza- 
tional and social structures, information, or academic instruction. 
This rebellious spirit of the sixties is now finding institutional ex- 
pression and new metaphors such as mainstreaming. 

Both the methodological and philosophical aspects of 
education have been affected by changing tides of perception of 
the mission of the educational mainstream. Concerns of the 
ditional and counter-traditional perspectives have in some 
stances been brought together, providing a balancing perspective 
for each. Examples include the development of public educational 
alternatives and the concern with the goals and methods of be- 
havioral control. The goals of the educational process are begin- 
ning to consider the experience of the learner, particularly the 
affective domain of that experience, and provide opportunity to 
integrate mental and physical activity as well as to develop specific 
skills. There are several manifestations of the personal experience 
theme—for example, humanistic education, values clarification, af- 
fective education, and educational variants of Ges 

There h 
with either a scient 


tra- 
in- 


talt psychology. 
as been an inclination to polarize and identify 
ific or humanistic approach and to view them as 
mutually exclusive. There are several apparent dichotomies 
affective-cognitive and humanistic-behavioral. That there ar 
differences in assumptions and in point of view the 
doubt. Both general orientations, however, represent 
sential to education. One approach relates to the 

educational process and the molecular dimension of 


such as 
e major 
re can be no 
something es- 
science of the 
learning. The 
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other relates to the goals of education and the human nature of 
learners. 

No single view represents a summative truth of educa- 
tion. A conciliation of the viewpoints must involve a deepening 
understanding of ourselves and our science of education. 
Caricaturing various positions cannot replace a rigorous pursuit of 
a more credible philosophy of education which leads us toward a 
human science of education. 

The tension between the scientific and the humanistic 
perspectives has had some utility. It has helped identify what now 
comprise major themes and issues in education and major prob- 
lems in schooling against which demands for change have been 
leveled. These themes include, for example, the human and legal 
rights of students, the problems of labeling, the stigma of segre- 
gated educational settings, and the cultural bias of much of the 
educational data base for decision making. 

There is a concurrent reconsideration of the phenome- 
non of deviance and institutionalized responses to children who are 
different. Social reform, which in earlier times freed the handi- 
capped from jails and chains, is now freeing them from institutional 
exile. The handicapped are coming back into sight as well as into 
mind. They are claiming and securing social space in neighbor- 
hoods and occupational space in the productive work force. Better 
understanding and appreciation of needs for privacy, individuality 
of experience, personal aspirations, and the capacity for caring and 
despair are replacing images of the spiritually maimed half-person. 
The right of the handicapped to life lived freely is also being estab- 
lished in the codes, regulations, and budgets of human service 
systems. As evidenced by the Education of All Handicapped Chil- 
dren Act (PL 94-142), passed in November, 1975, the educational 
system is being profoundly affected by these changing social values. 

Much of the concern for accountability in the education 
of handicapped children has appropriately been addressed to spe- 
cial education. To understand the theories, practices, and profes- 
sional issues involved in educating these children, it is necessary to 
consider the professional, technical, and philosophical context pro- 
vided by special education. Relevant characteristics of special edu- 
cation briefly discussed here are: the role of social values, the 
knowledge base, and the bureaucracy of special education. 

There are many different views of special education. It 
isa body of knowledge, a set of procedures, a philosophy of educa- 
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tion, a service system for handicapped children, and an alternative 
to regular education programs. Some view it as the only source ofa 
free public education for the handicapped. From this perspective it 
is seen as the major hope for an education for socially, in- 
tellectually, emotionally, and physically vulnerable children who 
cannot profit from the usual educational curriculum or successfully 
adapt to the typical classroom environment. In the view of others 
and in demonstrable fact in some instances, special education has 
become a manifestation of inequity in education. It has often 
served as a repository for the cumulative mistakes of the educa- 
tional system and the collective failures of educators and educa- 
tional science. From this perspective it becomes the primary in- 
strument of an educational bureaucracy for maintaining power in 
the middle class to rule over the poor and ethnic minorities. 

In this sense special education has become a focal point 
of cultural conflict, mediating between the institutional and 
segregation-oriented view of deviance and disability on the one 
hand and the individual rights of learners and of persons on the 
other. 

There is no single agreed-upon boundary within which 
to frame a definition of special education. There is also no single 
standard against which to assess its efficacy. It has many different 
meanings, each with some basis in perceived or empirical fact. 
Whether it is viewed in philosophical, organizational, bureaucratic, 
or programmatic terms, special education cannot extricate itself 
from prevailing social norms. No matter how extensive the knowl- 
edge base or how systematic the procedures by which that knowl- 
edge was formulated, special education is a manifestation of what 
society honors and an instrument for social policy relative to hand- 
icapped children and youth. 

Special education is organized to serve the handicapped. 
The definition of a handicap, however, and the system of expecta- 
tions in which an inability or a disability is a disadvantage and, thus, 
a handicap must include the concept of social values. How a person 
(or a difference) is regarded is a matter of social rules and prefer- 
ences. The apparent decision to provide a free public education for 
all children is a matter of social policy having to do with the 
politico-legal balance of rights and privileges. 

As has been indicated, traditional concepts, values, and 
practices are being challenged and important changes are occur- 
ring. Special classes, once considered an educational haven for 
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handicapped children, are now seen as hazardous to psychoeduca- 
tional and social development for some handicapped children. 
Labels for handicapped children were once thought useful in mak- 
ing decisions about placement and programming. Now labels are 
viewed as further handicapping children as a result of the negative 
social stigma and undesirable self-fulfilling prophesy they engen- 
der. Many consider clinical labels useless in educational planning. 
Educational decisions were once made solely by educators— 
assisted, when needed, by allied professionals who understood the 
ways children learn and the developmental needs of children. Now 
parents are involved in policy decisions governing programs. Edu- 
cational wisdom, at one time considered to be the best guide to 
educational placement, must now attend to due process procedures 
designed to protect the rights of the child. Institutions, no longer 
seen as places of sanctuary for the handicapped who would be 
otherwise exploited in the community, are viewed by many as un- 
desirable residences that deny to the socially and psychologically 
disenfranchised the right to live in their own communities. Educa- 
ed more as a professional, technical, and 
humanistic matter than a legal one. Now issues such as the bias of 
testing and placement are ending up in court. Education is no 
longer for only the "educable" child; all children have a right to an 
education. The view was generally accepted that schools were good 
educative places which consistently considered the best interests of 
children. Now many children are seen as victims of institutional 
arrangements and practices that work against their interests. 
Special education, then, whatever its specific meaning, 
manifests a system of values implemented and maintained by a 
complex set of decisions. Some decisions are socially conscious and 
legally based; others are only implied and subtle, but not necessar- 
ily less significant or less powerful. The philosophy, the goals, the 
methods and procedures, the organization, the population served, 
and virtually all decisions will ultimately be examined within this 


context of social values. . . 
In addition to its social instrumental functions, special 


education is also an activity with a more or less definitive knowl- 
edge base. What we know, how well (by canons of science) we know 
it, and how accurately we apply that knowledge is a source of diffi- 
culty. There are very basic philosophy of science questions, espe- 
cially epistemological, involved in understanding the knowledge 


base and the claims to knowledge. 


tion was formerly view 
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There are “bodies of knowledge,” with varying degrees 
of empirical support, that relate to special education; child de- 
velopment and behavior management are examples. These dif- 
ferent areas are not fully, critically, or evenly applied in the under- 
standing or practice of special education. One reason for this situa- 
tion is that a unifying philosophy of education that adequately 
provides even a descriptive or heuristic framework within which an 
integration could be accomplished has not been articulated, or at 
least not accepted. A philosophy of special education, while em- 
bracing important concerns unique to the population it seeks to 
serve, must be anchored in a broader philosophical context of edu- 
cation. 

Part of the knowledge problem relates to the status of 
theory. In developing at least a quasi science of special education, 
theory, as it relates to organizing explanations of population dif- 
ferences, brings with it its own set of problems. Several theories of 
variance, for example, each with its own data and its own following 
of “believing scientists,” claim special authority. Both the scientific 
problems of theory and the political problems of control and au- 
thority in explaining behavioral variance are mammoth. The ethi- 
cal questions of what is right and the social questions of what is 
proper are in this context frequently submerged in questions of 
what is empirically defensible. 

In addition to the problems of value and knowledge, a 
major source of difficulty for special education has to do with its 
organizational and bureaucratic nature as a service delivery system. 
The form of bureaucracy in which it is couched frequently results 
in a loss, or at a minimum a compromise, of client-directed ac- 
countability. The bureaucratization of special education is a process 


with many negative byproducts such as labeling and institutionali- 
zation. 


Special education has the enorm 
viding services for handicapped children who would otherwise be 
denied services. It also has equal potential for depriving the hand- 
icapped child of educational Opportunities and, further, of directly 
contributing to his handicap. 

Apathy toward the constructive potential missions of 
Special education and placid acceptance of its negative potentials 
will directly contribute to creation of a damaging system for chil- 
dren. There are many complex aspects of the destructive potential, 
which now has a deep history. The destructive potential cannot be 


ous potential for pro- 
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totally harnassed and controlled by law. Solutions on one front 
alone will not be adequate. Quick solutions will not turn around 
problems so long in the making. 

There are several major ingredients to effective change 
of the current situation. One must be the full commitment of all 
involved to the task. Mediocrity in special education is the culture 
in which institutional and professional malpractice have grown and 
flourished. Another ingredient for positive change is trained and 
retrained professionals who incorporate into their thinking and 
professional style a more complete understanding of the dynamics 
and change of educational systems and instructional technologies. 
Advocates for change must find a means of surviving in the educa- 
tional system while maintaining a personal perspective on children 


and their interests. 
Technical and professional competencies must be con- 


sidered in specifying the necessary portfolio of an effective special 
educator who will make a difference in the kinds of services chil- 
dren receive. Additionally, who the professional is and the com- 
mitment and values brought to the task must also be examined. 
Neither technical competency nor personal commitment is alone 
sufficient to work effectively on the renewal and reform of educa- 
tional systems. 

The education of emotionally disturbed children, as a 
professional area, is now recognized as part of the field of special 
education. This field has, however, had a very short history of 
assuming professional responsibility for children identified as emo- 
tionally disturbed. The Council for Children with Behavior Disor- 
ders, for example, was formed in 1962. In 1970, only 21.5 percent 
of the states had special education programs for these children. In 
1961, when the National Institute of Mental Health funded several 
experimental programs, the idea that teachers could teach emo- 
tionally disturbed children was considered somewhat radical. It was 
not until November, 1975, with the passage of the Education for 
All Handicapped Children Act (PL 94-142), that all children, in- 
cluding the emotionally disturbed, were included in the legal man- 
date as well as the professional purview of educators. 

In this short history, the conceptual and knowledge base 
for understanding emotional disturbance has not always been suf- 
ficient to provide guidance in developing educational policies and 
programs. Special educators have had to provide service based on 
the best understanding they could obtain. Emotional disturbance is 
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one of the most complex problems to understand and treat in the 
growth and development of children, and the phenomenon can be 
described or explained from various perspectives. 

Some educational services have been developed primar- 
ily on the basis of one understanding of the problem, excludin 
other perspectives. Other services have incorporated different 
points of view into a more eclectic understanding of the problem. 
Professional training programs in special education reflect these 
different single perspective or eclectic orientations to disturbance. 

Nuances of theory or of philosophical perspective have 
been combined to produce so many different rationales for special 
educational services that agreement or even understanding be- 


problem. 


Difficulties for professional special educators are equally 
great. What is the most effective and efficient intervention? Which 
understanding of the problem will provide a basis for sound educa- 
tional program development? 
The communication gap between different disciplines is 
familiar. The issue here, however, is not limi a 
ceptual schema, body of knowledge, and view 
These are several Ways to divide or classify 
tions of disturbance. The classification developed by Rhodes and 
Tracy in A Study of Child Variance, Vol. 1 (1973) grew out of the 
most extensive recent review of the concepts and available knowl- 
edge relevant to special education. That classification included the 
following theories: behavioral, sociological, biophysical, psycho- 
dynamic, ecological and counter-theory, 


of interventions, 
the alternative concep- 


: On the other hand, has 
€ of the problem and in 
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providing a framework within which to begin conceptualizing the 
role of the deviant member in the social system and environments 
of the school. 

Insufficient knowledge about the complex problem of 
emotional disturbance and the lack of a common view and lan- 
guage to describe it, juxtaposed with the legislative mandate to 
provide educational services for these children, provide a situation 
in which several things may occur, and in some instances have 
already occurred. In the necessity to intervene without a clear 
understanding of the problem, there is the tendency to over- 
simplify and to accept less than adequate solutions. Narrowly con- 
ceived criteria, such as efficiency, or vague criteria are more likely 
to be accepted. Fragments of theory are likely to be brought to- 
gether superficially and used to rationalize programs in ways that 
do not do justice to any of the theories from which the ideas were 
taken. There is likely to be more attention given to intervention 
methodologies than to the nature of the problem and the quality 
and ethical prerogatives of intervention. 

In the present writing, the authors accept the following 
assumptions: First, different perspectives are available to explain 
the phenomenon of disturbance; second, each perspective has its 
own knowledge base and represents a sound view of the problem 
relative to certain purposes or utilities; third, while each special 
educator cannot be provided with intensive training in each 
perspective, he/she needs to be aware of alternative views of the 
problem; fourth, those not trained specifically in the education of 
emotionally disturbed children need to be aware of the breadth of 
alternative valid perspectives on the problem of disturbance; fifth, 
there are major issues to which professional special educators and 
other educators and laypersons need to be sensitized that arise 
from the existence of competing frames of reference and from the 
premise that the phenomenon can and should be understood and 
altered. These issues include philosophy of science questions, phi- 
losophy of deviance, the nature and impact of the delivery system 
on the understanding and treatment of the problem, and the ethics 
of intervention. 

While many problems have been targeted for change or 
solution, the actual reform of educational systems in which those 
problems are manifested has not occurred at a significant level. 
New social technologies are, however, being generated to respond 
to some of the philosophical and organizational problems of pro- 
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viding an appropriate education for handicapped children. The 
fact that many handicapped children were inadequately or inap- 
propriately served coupled with political support of appropriate 
services for all children led to new thinking about the needs and 
rights of these children. Concurrently, technological innovations, 
such as mainstreaming, advocacy, and deinstitutionalization, were 
designed to remedy some of these problems. 

Mainstreaming, an attempt to serve children in the least 
restrictive educational setting, is a change in the traditional philos- 
ophy of educating handicapped children in public schools. As de- 
scribed by Pappanikou and Paul (1977), mainstreaming emotion- 
ally disturbed children is primarily a problem of mainstreaming the 
educational system. The focus of mainstreaming is on providing an 
appropriate education for handicapped children as assured by the 
right to education legislation (PL 94-142). In order to accomplish 
this it is necessary to mainstream the policies, procedures, and or- 
ganizational patterns of the educational system and the attitudes 
and skills of teachers, administrators, and professional support 
personnel. A philosophically sound view of mainstreaming sup- 
ports educational placement in the least restrictive appropriate set- 
ting, not the wholesale abandonment of all special classes. Its focus 
is upon accountability and careful educational planning and 
placement, requiring the best available professional wisdom. 

Advocacy is a departure from our historical faith in in- 
stitutions. Advocacy inside the system (Paul, Neufeld, and Pelosi, 
1977) is an internal accountability mechanism that recognizes the 
problem of large organizations to be effectively and efficiently re- 
sponsive to the needs of individuals. Advocacy inside the system is 
workable if, but usually only if, it is articulated with advocacy re- 
sources outside the system. Advocates outside the system are per- 
sons who have no vested interest in the organization, have nothing 
to lose by raising questions, are not dependent on the organization 
for salary, are able to take the perspective of the child in under- 


standing problems, and can make the interest of the child the pri- 
mary focus. 


. Deinstitutionalization js a change in the concepts of in- 
stitutional service delivery. It (Paul et al, 1977) is a shift in the 
pattern of institutional care that attempts to reduce institutional 
dependency and increase community based programming for the 
handicapped. Group homes and thera ic 
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The full meaning of these changes in our familiar 
philosophies and practices related to deviance is yet to be deter- 
mined. Some see them as tears in the surface of a system that, if 
examined honestly, expose the weakness and decadence of all that 
supported the traditionally attractive surface. Others view them as 
points of entry to begin examining specific weakness in the system 
so that the total human service delivery system might be ultimately 
reformed to become sensitive and responsive to the needs of the 
handicapped. 

Technological developments in education have in- 
creased at a rate that has exceeded the maturation of educational 
philosophy. This has resulted in our failure to incorporate and 
integrate into any meaningful and comprehensive image the de- 
velopment of a purposeful system of education for all children. 

The efficient delivery and utilization of research prod- 
ucts and the effective collaboration of training organizations and 
service delivery systems, for example, are among the more impor- 
tant deficiencies in the organizational professional and technical 
domains of education. 

New organizational patterns for providing efficient and 
Specific assistance to organizations and staff are emerging. Techni- 
cal assistance systems with varying organizational formats and serv- 
ing different client groups have been developed. Many different 
content areas are involved ranging from curriculum for the re- 
tarded to program planning and evaluation methodologies. Tech- 
nical assistance is an organizational concept independent of a par- 
ticular content area. Most technical assistance is a cyclical process 
proceeding from an assessment of needs to intervention designed 
to meet that need to an evaluation relative to its impact. It can bean 
important organizational medium for making information and 
skills more efficiently and effectively available. Becoming a positive 
force for children will require that special educators provide and 
use technical assistance effectively. 

The future of the field of special education rests upon 
s of education and in the ability of 


the emerging philosophie 
pate $ hip in rational change of the educa- 


educators to provide leaders 


tional system. 
Professionals in special education must be able to par- 


ticipate and be prepared for a number of probable futures. They 
must also have the skills to creatively fashion a preferred future. 
The focus on technical competencies must be balanced by personal 
affective resources and strength of character. In recent years we 
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have come to better appreciate the importance of the personal 
values and character as well as the technical skills of professionals 
who work with handicapped persons. 

Hobbs, past president of the American Psychological 
Association, noted that a teacher counselor working with emotion- 
ally disturbed children must be“... A decent adult; educated, well 
trained, able to give and receive affection, to live relaxed, and to be 
firm; a person with private resources for the nourishment and 
refreshment of his own life; not an itinerant worker but a profes- 
sional through and through; a person with a sense of the signifi- 
cance of time, of the usefulness of today and the promise of tomor- 
Tow; a person with hope, quiet and confidence, and joy; one who 
has committed himself to children.... " 

Porterfield, in his foreword to the Standards 
nity Agencies, captured the essence of the reformatior 
sional caretaking when he observed: "The lesson has 
with maturity that we are not our brot 
properly our brother's brother." 

In our book we review the 
of disturbance. This review provides 
nature of the problem. It also provi 


context from which more familiar fra 
have been taken. 


Seven major perspectives on disturbance and the gen- 
eral rationales for interventions Suggested by each are presented. 
These perspectives include the behavioral, ecological, sociological, 
psychoneurological,* counter-theoretical, psychohistorical, and ex- 
istential. There are, of course, other very important perspectives, 
such as the psychodynamic, for understanding deviance. The au- 
thors selected views for this writing, however, that have, for the 
most part, been substantially articulated within the educational sys- 
tem. Additionally, the view. enced professional 
special educators principally within the last de 
significant thinking about the future of 


for Commu- 
n of profes- 
come to me 
her’s keeper. We are more 


major recent theoretical views 
a broad understanding of the 
des an understanding of the 
gments of theory and practice, 


different perspectives. We accept the view 
ntheses that are valid for different 


A second portion of the book is concerned w 


ith issues 
theoreticians, researchers, and practitioners r 


must deal 


with which 


*Used interchangeably with the biophysical and neurosensory. 
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related to understanding, describing, and intervening to change 
the disturbed or the disturbance. These involve philosophical prob- 
lems related to knowledge, to the phenomenology of deviance, and 
to the ethics of intervention. 

The problem of knowledge is basic to considering alter- 
native conceptions of deviance and the evidence available relative 
to any particular view. The chapter on philosophy of science in- 
cludes a discussion of language, concepts, and assumptions that 
govern the development of scientific knowledge. A major part of 
the problem in developing a more stable and useful knowledge 
base in this area has to do with the nature of the questions raised 
and the methods of inquiry available and considered appropriate. 
A limiting philosophy of science will result in a limited understand- 
ing of the problem being studied. Likewise, a superficial under- 
standing or casual attitude toward these issues will contribute to the 
knowledge problem, not to its solution. 

The philosophical issues related to the nature of de- 
viance are also basic. Involved are questions of man’s nature and 
the meaning of deviance. There are many technical questions to be 
answered in understanding the nature of deviance and profession- 
ally intervening to alter that deviance. There are other questions, 
however, that require answers that cannot be reduced to technical 
terms. This domain has to do with existential questions. Who is 
man? What is his uniqueness and individuality? This balances the 
technical perspective of deviance with questions related to value 
and meaning. It is important to address this domain of understand- 
ing deviance. It is absolutely essential to understand the difference 
between the domains (technical and the existential or phenomeno- 
logical). à 

The organizational and conceptual problems of service 
systems, whether they be classrooms or clinics, must also be ad- 
dressed. The primary focus here is on the problem of the bureau- 
cratization of services. Large organizations, and big institutions in 
particular, that provide services to deviant children have become 
direct objects of concern and study. Institutional norms that 
undermine individuality, self-serving organizational interests, im- 
personal and, in some instances, abusive environments, inflexible 
attitudes, and resistance to change are examples of institutionalized 
and bureaucratized services. The bureaucratized service delivery 
system that defines, identifies, and "treats" the deviant member is 
not independent of the deviance phenomenon. The ecological and 
sociological perspectives, in particular, provide bases for examining 
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the interaction of the identifying system with the deviance it de- 
fines. There are moral as well as phenomenological issues involved. 
There are also organizational issues related to efficiency and effec- 
tiveness of services, management, staff training, and program de- 
velopment. 

The problems of a bureaucratized service delivery sys- 
tem on one hand and the problems of theory, knowledge, and 
practices on the other have led some to pursue alternatives to for- 
mal and to traditional views of deviance and intervention. The 
counter-theoretical and counter-institutional perspective emerged 
out of both a dissatisfaction with traditional, more formal views of 
the problem and a disenchantment with the service delivery system 
as a viable medium for quality care and treatment. 

There are many terms or labels used interchangeably to 
identify the children discussed in this text. These include, for 
example, emotionally disturbed, emotionally handicapped, trou- 
bled, and behavior disordered. There is no completely neutral 
term that cuts across all points of view. While these terms may 
appear in different contexts in this writing, the authors have at- 
tempted to focus on deviance as a generic social concept rather 


than on terms that are more likely to be associated with a single 
theoretical perspective. 
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CHAPTER TWO 


A Psychohistorical 
View 


A Polyglot Nation 


The history of the bureaucratization of care and educa- 
tion in this nation parallels much of the history of the larger revo- 
lutionary experiment in creating a single people out of polyglot 
groups. Ina sense, the energy pool of human resources for a totally 
new country was made up of either extruded populations or volun- 
tary refugees from other nations. In either case, by sociological 
definitions, they were social deviants. 

This was a pluralistic society that attempted to meld di- 
verse elements into a unified whole through a government- 
supervised melting pot. The state has created caregiving and edu- 
cational bureaus to accomplish this transformation. These institu- 
tions seem to have, in their early days, concentrated their primary 
energies upon melting the strangers to our shores into the existing 
culture. The bureau-centered institutions flourished as long as the 
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melting pot ideal flourished. Now, with the turn of history in this 
country toward natural pluralism, we may be seeing the decline of 
these specialized institutions in their bureaucratic form. The next 
stage in the history of caregiving is unclear at this point. However, 
what is clear is that there is a national reaction to the central 
bureau-structured form of such enculturating functions as social 
welfare, education and justice, and corrections. Directly related is a 
growing reaction against uniform monitoring of cultural choices 
and behavioral life styles. 


Choosing the Pattern 


Ruth Benedict (1961) studied patterns of culture and 
concluded that each culture chooses certain human styles, traits, 
and behaviors it wishes to develop and throws away others. The 
ones it chooses are developed almost exclusive of the others. 

The same human characteristics chosen as ideal by one 
culture can be declared abnormal by another. Therefore both ab- 
normalcy and the ideal are culturally relative. Foucault (1973), in 
writing about madness and insanity, presents a similar thesis except 
that he sees an active process of trait rejections and repressions that 
is directly related to historical changes in the social animus of a 
culture. 


Migrant Flooding 


In talking about the rise and possible decline of the 
bureaucratic arrangement of caregiving in this countr 
ploy this sociological-anthropological framew 
plore the phenomenon. We can look at the e 
our current national child classification system of variance and 
those bureaus charged with administering this System as related to 
our own historical choice and rejection of human tr 
and characteristics. This, in turn, 
change forces washing over the 
stress in our history. 


y we will em- 
ork to discuss and ex- 
volution and growth of 


aits, qualities, 
can be correlated with critical 
nation in various periods of social 


The crucial historical period for the birth of these 
specialized bureaus seems to be from the middle of the ninetcenth 
centüry to the end of the first quarter of the twe 


nueth century. 
"Thereafter, during the second 


and third quarter of the twentieth 
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century, they entered a period of unprecedented growth and ac- 
cumulation of power in the domestic scene. The period of early 
bureaucratization of education and caregiving was directly corre- 
lated with the high tide of migration floods pouring into this na- 
tion. This influx began prior to the Civil War and ended with the 
restrictive immigration laws, which came shortly after the turn of the 
century and shut off the flood about the time of World War I. The 
rapid growth and consolidation period of the care systems corre- 
lated both with the Great Depression and the aftermath of World 


War II. 


Institutionalizing the Pattern 


When we talk about “bureaucratization” of caretaking, 


we are referring to a specific organizational form for changing 
ervices. Webster's Third New Interna- 


s that form of organization as 
haracterized by specialization 
office, action according to 


national resources into human s 
tional Dictionary, unabridged, define: 
follows: “systematic administration c 
of functions, objective qualifications for 
fixed rules and a hierarchy of authority." The child care bureaus 
that we are referring to are the federal, state, and local services 
operated by the executive branch of government, and authorized 
and funded through the legislative branch for the care of children, 
with particular, earmarked responsibility for detecting and treating 
human variance. Its hierarchy of authority runs from the federal, 
to the state, to the county, and other local jurisdictional levels. The 
types of human variation it oversees is construed by law to be the 
result of physical, psychological, or social causes. As a result the 
educational and child care processes exercised in our society in 
relation to human variance, as defined by law, are a government 
function. 

During the first hundred years of our nation’s history, 
strangers and strangeness were adequately handled through decen- 
tralized community measures imported from the countries of ori- 
gin of the early settlers. Each town, particularly seacoast towns, used 
such simple direct methods as “warning out” strangers (Deutsch, 
1946), monthly alms, boarding out with local families, or poor 
houses and other forms of indoor relief. Although ours was a 
pluralistic society it was, nevertheless, dominated by an English- 
Speaking, Protestant, middle-class, white, individualistic culture. In 
the colonial era the odd-people—the variant ones, the indigent 
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ones, the deviant ones, the immoral ones—were usually members 
of this dominant culture, who were taken care of by their own 
“people.” The custom-carriers made little categorical differentia- 
tion among these unfortunate human conditions. T he social wel- 
fare programs were also categorically undifferentiated. Local set- 
uement laws were enough to keep out undesirable strangers. If 
such a human condition as mental illness was singled out as a spe- 
cial condition, it was usually regarded as a medical problem, with 
such explanations as an accumulation of bile. The belief in demonic 
possession had also accompanied the colonists to the New World. 
So, although it is not clear how many “possessed” people may have 
been involved, it is probable that many were victims of the witch 
trial hysteria, which climaxed at Salem, Massachusetts, in 1692. 


Designing the Melting Pots 


The tidal wave of eastern and western European ref- 
ugees which began to inundate this nation just prior to the Civil 
War provoked a radical change in the American view of human 
services and human problems. Obviously these refugee peoples 
had to be absorbed and integrated. They overwhelmed the new 
society and its social mechanisms. They also provoked pro- 
gressively complex concepts of, and attitudes toward, human dif- 
ferences. 

The melting pot not only became a national ideal, it also 
became a crisis instrument to deal with the fear for the stability of 
society. Growth of cities was rampant. Strange people with strange 
customs, alien religions, strange clothes, and strange institutions 
swarmed to the cities, entrenched themself in the poorer sections, 
and clung together against the influences of their host culture. 
Their children filled the streets. 


In the Massachusetts Senate Documents of 1847, it was 
recorded that the Irish are displacing 


... the honest and respectable laborers of the State; and... from 
their manner of living... work for much less per day... being 
satisfied with food to support their minimal existence alone... 


while the latter (the native American workers) not only labor for 


the body but for the mind, the soul, and the State. (Handlin, 1959, 
p. 185) 


S.C.E R.T., West Bengal 
Date XO. M oa 
p 
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In 1893, The New York Times reported on the Jewish 
community in the Lower East Side of New York City: 


This neighborhood, peopled almost entirely by the people who 
claim to have been driven from Poland and Russia, is the eyesore of 
New York and perhaps the filthiest place in the Western Continent. 
It is impossible for a Christian to live there because he will be 
driven out, either by blows or the dirt and stench. . . . They cannot 
be lifted up to a higher plane because they do not want to be. (Ber- 


nard, 1973, p. 19) 


The sentiment of many in the indigenous culture was 
voiced in the Boston's American in the midst of the heavy Irish 
migration into that city: 


Instead of assimilating at once with the customs of their country of 
adoption, our foreign populations are too much in the habit of 
retaining their national usages, of associating too exclusively with 
each other and living in groups together. These practices serve no 
good purposes, and tend merely to alienate those among whom 
they have chosen to reside. (Handlin, 1959, p. 185) 


The most plausible way of integrating these alien popu- 
lations into the mainstream culture was to educate them, or rather, 
their children, into the qualities, behaviors, and values that would 
represent the previously chosen pattern of the new nation. The 
only recourse was to make education a compulsory government 
vehicle to accomplish the melding of such diverse elements. 


The city child, especially the child of the newcomers, had gener- 
ated both compassion and fear. He was unkempt, uncared for, and 
untutored. He was in need of help. But he was also a threat.... 
Partly from fear and partly from compassion, thirty-one states 
enacted some form of compulsory education law by 1900. (Perkin- 
son, 1968, p. 70) 

So long as certain classes or certain i se 
their natural relations to society, that is, are unsocialized, so long 
will they retard the advances of society toward its ultimate goal. 
The great problem of the age is how to get rid of our unsocialized 
classes. Obviously, the only way to get rid of them is to socialize 
them. And this may be done by education and this should be, we 
contend, its main object. (McMurray, 1899, pp. 75-76) 


ndividuals refuse to recognize 


The Protestant Infusion 


One of the critical dimensions on which the in-migrant 
cultures differed from the predominant English-speaking cultures 
was religion. This nuclear dimension was significant in the general 
ethos of colonial America because even among the dominant Prot- 
estant sects, religious persuasion was one of the reasons for coming 
to the new country. Therefore, religious freedom was an important 


ethic in the general ethos of the nation. However, as pointed out by 
Pekarsky (1974): 


Exacerbated by religious differences, the difference between the 
socially and economically dominant protestant population and the 
immigrants was profound. The immigrants, escaping from 
famines, revolutions, and pogroms, clung tenaciously to communal 
and religious forms that guaranteed the continuity of their experi- 
ence. The dominant Protestant population viewed with alarm the 
intrusion of alien culture-bearers that resisted assimilation. 


Prior to the mid-nineteenth century the several states 
differed in religious emphasis among the various Protestant sects. 
The line between church and state had not been clearly drawn. 
However, after the Fourteenth Amendment to the Constitution 
was ratified in 1868, and due process and equal protection became 
the law of the land, the Supreme Court construed these concepts to 
include national disestablishment. 

Whether this was prompted by the fear that 
Protestant. sects might gain control of 
whether this was a hum 
cution that many Ame 
countries 


non- 
government power, or 
anitarian device to assure against the perse- 
ricans had experienced in their extruding 
, Is a tangential issue to the way in which this new legal 
mandate effected the development of education and other human 
services in this nation. 

Although there was uniform sentiment in favor 
aration of church and state, the sentiment w 
Separation of state and instruments of social 
ment of the unity between state and human services became much 
more strongly supported by the ensconced Protestant groups than 
the more recent non-Protestant settlers, (Pekarsky, 1974) Fur- 
thermore, the general ambience of these new government services 


was Protestant in nature; and this fact is important to the under- 
standing of government controlled care in this nation. 


of sep- 
as not uniform in the 
ization. The develop- 
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3 Even the basic bureaucratic form of corporate organiza- 
tion that was employed in developing these new government 
functions seems to reflect the prevailing character of Protestantism 
in that period of history. Pekarsky (1974, p. 455) says: 


For; if Max Weber is correct, the distinctive Western rationality that 
consists of devising the most efficient means to given ends, and 
which involves making systematic, precise calculations on the keep- 
ing of records, has its roots in the Protestant’s quest to assure him- 
self of his Election through worldly success. (Weber, 1958) 


Also the very definition of such conditions as “madness” 
and the types of confinement facilities and treatment programs 
prescribed at this point seem to have their roots in Protestant En- 
gland. As Foucault (1973, pp. 57-60) points out in his book Madness 
and Civilization , segregation and/or confinement of the mad in En- 
gland was not related to their irrationality, but rather to their 
"sloth." The Protestant community was bound to eject all forms of 
social uselessness. It was the violation of the frontiers of bourgeois 
society he says, and not irrationality, that led to the confinement of 
the insane. In the English Protestant view, crossing of the frontiers 
of social order resulted in the weakening of discipline and the 
relaxation of morals. God cursed the state that did not punish 
libertinage, that tolerated crimes and vice, that allowed its citizens 
to live in ignorance of religion. Platt (1969, p. 55) reports a similar 
flavor in the efforts of prominent Protestant leaders in the child- 
saver movement in the United States. In the reformatories they 
Sponsored for children they felt that "the value of sobriety, thrift, 
industry, prudence, ‘realistic ambition,’ and adjustment must be 
taught.” Abell (1962) says: “Protestants persisted in believing that 
human sufferings were the ‘penalties of idleness, disease or similar 
Causes, in great measure the fault of the sufferers.’ " 


Trait and State 


aning under the weight of its invited 
was at a crossroad in the latter part 
agrarian society was becoming ur- 
ing distaste for city life. The immi- 
were generally impoverished and 
he Civil War and rapid industri- 


This country, gro 
sufferers from other cultures, 
of the nineteenth century. Its 
banized and there was a grow 
grants flowing into these cities 
untrained in industrial skills. T! 
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alization further weakened the social order. There were also rail- 
road scandals, bank scandals and the Credit Mobilier affair which 
involved the vice-president of the United States. Domestic order 
became an overwhelming priority for the nation’s expenditure of 
energy and resources. - A 

Traditional America was becoming increasingly reluc- 
tant to trust in an informal family and community. It turned to the 
state to gain direct and formal control over the socialization proc- 
ess. It turned to the courts to regulate the lives of children, and the 
juvenile court system was born (Platt, 1967). It discovered con- 
finement and a wide array of institutions were born. Rothman 
(1971), in the history of the asylum in the United States, writes: 
“The almshouse, the penitentiary, the reformatory, and the insane 
asylum all represent an effort to insure the cohension of the com- 
munity in new and changing circumstances” (p. xviii). By this 
period in history twenty-three of the thirty-three states had already 
established asylums for the insane, a phenomenon which really 
only began with the turn of the century. Now in the midpoint of 
that century, as pointed out by Rothman (1971), the aftermath of a 
Jacksonian society riddled with vice appeared even more sharply in 
the national images of the young victims of poverty, 
vagrant children. 

The lack of confidence in the informal enculturation 
processes of the family and its pluralistic communities was accom- 
panied by dismay over youth. State institutions for delinquents, 
residential schools for the mentally retarded, and other types of 
closed congregate care facilities grew up rapidly alongside the reli- 
giously controlled orphanages. The need for supplementary so- 
cialization institutions resulted in the inaguration of compulsory 
education in this nation, a movement with its strongest, almost 
hysterical support, in the large cities. 

Between 1852, when Massachusetts was the first st 
initiate compulsory public education, and 1918, w 
followed suit, all the states in the Union enacted co 
attendance legislation. The school was transform 
tively minor institution, catering largely to the mi 
which was not only available to all segments of the society, but 
which was legally impowered to compel children to attend” 
(Hoffman, 1973, pp. 19-20). 

This state instrument became mor 
as the nineteenth century wore on. 


orphans, and 


ate to 
hen Mississippi 
mpulsory school 
ed, “from a rela- 
ddle class, to one 


e and more important 
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The Harpur report, which evaluated the Chicago 
schools near the end of that century, said: 


There are also a large number of children who are constantly 
dropping out of our schools because of insubordination and want 
of cooperation between the parents and the teachers and they are 
becoming vagrants upon the streets and a menace to good society. 
The welfare of the city demands that these children be put under 
restraint. (Harpur Report, 1899, p. 163) 


Paul Hanus, a professor of education at Harvard, in a 
report to the New York Commission on School Inquiry wrote 
(1913), 


Whatever it costs, the city cannot safely perpetuate the inadequate 
measures of discovering and caring for its mental defective chil- 
dren and run the further risk of allowing the present progressive 


increase of mental defectives to continue unchecked. (pp. 20-21) 


The introjection of the state into the internalized proc- 
esses of individual formation and socialization took multiple social 


routes and avenues in this country. In writing about the child saver 
movement in the late 1800s and early 1900s Platt (1969) said: 


vement went far beyond a concern for spe- 
ffenders. It brought within the ambit 
outhful activities that had been 


The juvenile court mo 
cial treatment of adolescent o 


of government control a set of y f : 
previously ignored or dealt with on an informal basis. It was not by 


accident that behavior selected for penalizing—sexual license, 
drinking, roaming the streets, begging, frequenting dance halls 
and movies, fighüng and being seen 1n public late at night—was 
most directly relevant to the children of lower-class migrant and 


immigrant families. (p- 29) 


Ethno-Religious Resistance 


asion of the state into socialization and 
caretaking areas formerly reserved for the family was strongly 
supported by representatives of the dominant culture. Platt (1969) 
said: “Child saving may be understood as a crusade which served 
symbolic and status functions for native, middle-class Americans, 
Particularly feminist groups" (p. 26). 


This rapid exter 
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However, the newcomers to this land viewed these de- 
velopments with suspicion and even alarm. Pekarsky (1974) says, 
“Thus the Catholic response to the efforts of the first child-savers 
was to seek ways of multiplying their own provisions for children” 
(p. 461). 

The Catholics saw themselves in a defensive position. In 
the new country in the pre-nineteenth-century period there had 
been mass desertion of the Catholics from the church (O'Grady, 
1930). The heavy individualism inherent in the Protestant ideal of 
"the priesthood of believers" was antithetical to the Catholic ideal 
of community in the Church. According to Pekarsky (1974): 


The efforts of John Carroll, the First American Bishop, to establish 
schools for Catholic children at the end of the eighteenth century 
represents the first of a long series of Catholic efforts to ensure that 
the disturbing early history of the Church in America would not 
repeat itself. (p. 459) 


The Catholic reaction to the Protestant dominant child 
saver movement was to multiply their own provisions for caring for 
children. 

According to Pekarsky (1974, pp. 471-474) Jewish immi- 
grants were somewhat divided in their resistance to the intrusion of 
the State. Although the principle of communal responsibility for 
the care of its own members was well established, both theologically 
and in practice, there was a division in their view of the growing 
public policy of state care. The Sephardic Jews had settled in this 
country in the seventeenth and eighteenth centuries. The German 
Jews, who came in large numbers in the early nineteenth century, 
sought to assert their authority and independence of this group by 
establishing their own welfare and service provisions embodying 
their own beliefs and values. They had suffered through the his- 
tory of isolation in Europe and, with the relaxation of medieval 
constraints, had sought to win wider arenas of freedom by making 
themselves indistinguishable from west European non-Jews. 
Therefore, in the new country, espousing the course of assimila- 
tion, they adapted the ways of the dominant culture. Having sec- 
ularized themselves in Germany, where social lif. 


e no longer re- 
volved around the Synagog and the Jewish community, they trans- 


planted this “modern” Jewish pattern to the new country. They 
separated welfare or care and religion. It was, therefore, not dif- 
ficult for the German Jews to support the Protestant view of sep- 
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aration between care and ethnic community. By the time the east- 
ern European Jews came to this country in large numbers after 
1880 the pattern had been set. 

Pekarsky (1974) says: 


It was also a consequence of the German outlook that their (own) 
welfare institutions, which served later immigrants, embodied an 
assimilationist ideal. In contrast to the nineteenth-century Catholic 
welfare institutions which sought to protect traditional cultural and 
religious outlooks, those promoted by the German-Jewish commu- 
nity were largely instruments of Americanization. (p. 423) 


The Century of the Mental Ethic 


. During the twentieth century the ideal of the chosen 
American type took an unusual twist. The white-Anglo-Protestant 
American typology appears to have firmly established itself as the 
representative pattern. The melting pot process took strong roots 
in the growing hierarchical governmental structure of the new re- 
public. The nationwide system of public education became the ac- 


cepted central instrument of Americanization. With this century, 
ated developments occurred to pro- 
chosen ideal. As in all cul- 
t of critical historical shifts. 


owever, two new interrel 
oundly influence the patterning of the 


LN this development was the produc 
ne of these twin developments was the elevation of science to a 


Pinnical position in the world, and, hence, in the cultural pattern- 
ing institutions; this brought the sudden emergence of a new breed 
Of social pattern interpreters and gatekeepers—the social scien- 
tists. The other development was the torsion by which the scientific 
revolution transformed the Puritan ethic into a mental ethic for the 


nation. 
sted this choice of trait- 


lized interpreters. In this 
h a clear separation be- 


Cultures have always entru 
Patterns into the hands of institutiona 


relatively new nation, where there was suc 
tween church and state, so that the church could not be the in- 
lerpreter, and where pluralistic cultures tried to blend their diverse 
Patterns through the melting pot ideal, it would seem inevitable 
that a new secular breed of social interpreters and gatekeepers 
Ww . . B z 
vould grow up within the society- . 
This new breed brought into the enculturation arena a 
secular version of the 


Point of view that seems very much like a 
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older Protestant-American views for grouping people. This took 
the form of a social translation of the biological theories of Charles 
Darwin. Herbert Spencer had analyzed Darwinian theory of 
natural selection and survival in terms of the interference of man- 
made environments. Spencerian philosophy argued that mankind's 
survival and evolution was being disturbed by such unnatural 
prostheses as "poor laws," public health, and education. Biological 
principles, if left alone, would naturally select the most fit members 
of the species for breeding the future race. The weaker members, 
through their innate inferiority, detracted from man's progress, 
and their unnatural preservation was, therefore, a threat to the 
future of mankind. Particularly in Protestant nations, this new view 
of mankind's progr cemed to fit hand-in-glove with a view of 
bourgeois order in which to be chosen and materially flourish in 
this world was a sign of having been equally chosen in the other. 
However, in the new egalitarian nation, with its population skewed 
in the direction of persecuted, deviant populations of old nations, 
old systems of social class were anathema to its people. If such a 


System were to reemerge it could not appear in any of its previous 
editions. 


The way in which it seems to have reappeared in this 
new nation, hidden from public consciousness by the powerful jus- 
tification of the new social science, was in terms of gradations of 
"fitness." Certain segments were le 
strated by their proportionate 
vented social inferiority entit 


s fit than others, as demon- 
contributions to certain newly in- 
s. These newly constructed entities 
were located more frequently, by the new breed of scientific gate- 
keepers, in specific undesirable populations and the poor, the un- 
assimilated, and the culturally alien. A high correlation existed and 
continues to exist between those labeled by the new technolog 
those who reside in poor, unassimilated, culturally segr 
groups, the hidden class system of the young nation. 
Spokesmen for the new science 
human progress quickly sounded the eugenic alarm in this nation. 
H. H. Goddard, the renowned ps) chologist, who introduced intel- 
ligence testing to the United States and who established the first 


laboratory for the study of mental retardation, wrote in a book on 
delinquency (1921): 


and 
ited 


of human origins and 


There are two million people in the 
their weak minds or their di 


a dangerous place to live in. 


United States who, because of 
ised minds, are making our country 
Fhe two million is incrcasing both by 
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heredity and by training. We are breeding defectives. We are mak- 
ing criminals. (p. iv) 


His voice was joined by others. Paul Hanus (1913), a 
professor of education at Harvard, in a report to the New York 
City Commission on School Inquiry, worried that mentally defec- 
tive children were a serious problem: 


... the danger of allowing such children to grow up at large is a 
grave one. Such persons not only become a burden to society 
themselves, but propagate their kind in large numbers . . . whatever 
it costs the city cannot safely... run the further risk of mental 


defectives to continue unchecked. (pp. 20-21) 


The drive toward perfection and the threat of imperfec- 
impulse in Western cultures. For the first time, 
ith perfectability and the identification and 
characteristics moved from the spiritual 
alm. It can be debated whether this was an 
actual break with an older tradition, or whether the tradition now 
reappeared in another guise. The language was certainly different, 
since analytic rather than generalistic explanatory concepts were 
employed by this new group of social interpreters. The prevailing 
public belief composite, which lumped together an undif- 
ferentiated mass of unfitand socially contaminating citizens such as 
“immigrants,” “libertines,” “beggars,” “criminals,” and “lunatics,” 
was now put under the naturalistic microscope and subjected to 
clinical and laboratory scrutiny by these scientist-practitioners. 
They tried to differentiate among these human states and condi- 
tions and having differentiated, to work out solutions to the threat 
they presented to the social body. Education, settlement, charity, 
protection of morals, and treatment and cure, which had already 
begun to be separated by the state into specialized corporate struc 
tures such as compulsory schools and asylums of various sorts, now 
became the environmental laboratories of this newly emergent 
group of professional specialists who aligned themselves with the 
methods, philosophies, and theories of the new science. 
During the first quarter of the twentieth century the 
emergent scientist-practitioner breed consolidated their own iden- 
uty by organizing into associations and developing (raining pro- 
grams. This is the period in which American social work became a 
profession. In 1893 Anna Dawes presented a paper to the Interna- 


tion was not a new 
however, the concern w 
treatment. of imperfect 
realm into the natural re 
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tional Congress on Charities entitled The Need of Training Schools for 
the New Profession. Edward Devine and the New York Charity Or- 
ganization society established its summer school of philanthropy in 
1896. After 1900 the National Conference of Charities and Correc- 
tions gradually began referring to its members as “social workers” 
and by 1905 the term social work was in common use (Devine, 
1914, pp. 15-16). In 1919 the New York School of Social Work 
grew out of the New York School of Philanthropy, which had been 
founded eight years before. This new breed of social workers 
worked in charity organizations, in corrections, in settlement 
houses, and, after 1905, in mental units of general hospitals and 
psychiatric hospitals (Grinker, 1961, p. 116). This profession of 
social work was very much involved in socializing ethnic groups 
into the representative type for the nation. By 1911 there were four 
hundred settlement houses in the vicinity of shifting urban ethnic 
populations. One of the major goals of the National Foundation of 
Settlements was the establishment of programs to actively aid the 
Americanization of the immigrant multitude in these areas. The 
settlement houses were dedicated to research and reform of the 
ethnic settlements. 

In the public compulsory schools, 
coming a body of norm clarifiers 
had constructed the first intellig 


psychology was be- 
and definers. Binet and Simon 
c l ence test in France at the beginning 
of the century to differentiate nonaverage from average pupils. In 
1908 Goddard presented his translation and adaptations of the 
instrument for American children. In 1907 a Child Study Depart- 
ment, for the rise of individualized tests, was set up in Rochester, 
New York. In 1911, in Cincinnati, a psychology laboratory was 
established in the public schools. In 1912 the University of 
Pittsburg School of Education established a program for “mental 
deviates” in the surrounding school communities, 

Also, during this period, the 
emerge as a strong influence in the area 
ing the first decade of the twentieth ce 
devoted to preventive medicine 


Psychiatry and neurology emerged as a new branch of medical 
science and oriented itself to social problems. The National Com- 
mittee for Mental Hygiene Sprang into existence in 1909. Clifford 
Beers wrote A Mind that Found Itself (1921) and described his recov- 
ery within a mental hospital, thus capturing the negative human 
fantasies of the public in the imagery of mental states Man s 
fessionals reacted favorably, including William James and Adolph 


medical model began to 
of human variance. Dur- 
ntury many organizations 
came into being (Fraser, 1973). 
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Meyer, who actually recommended the term “mental hygiene” for 
the new movement. In 1909, Sigmund Freud and C. G. Jung 
traveled to the United States to deliver a series of lectures on men- 
tal alienation and its cure. In 1912 a donation of $50,000 was made 
to the National Committee on Mental Hygiene to study existing 
facilities and create new ones. Dr. William Healy, a psychiatrist, 
founded the first Juvenile Psychopathic Institute, in Chicago, in 
1909. A national conference on the Prevention of Juvenile Delin- 
quency, sponsored by the Commonwealth Fund and the National 
Committee on Mental Hygiene was held in 1921. By then the 
young “criminal” element had been analyzed by the new behavioral 
Sciences as a source of social infection which could, and should, be 
subjected to early identification and scientific cure. In this medical 
model of scientific cure, the Puritan ethic appears to have been 
translated into a new psychiatric ideal—the mental ethic. Poverty, 
criminality, libertinage, and all forms of irrationality and alien, 
urban, inner-city life styles were subsumed under this new ambient 
ethic. All of these were determined to be mental diseases which 
could be diagnosed and cured. Spurred by this medical mental 
model, the principle action recommended by the national delin- 
quency prevention conference was to establish an experimental 
pattern of child guidance clinics for juvenile delinquents. This ex- 
periment was implemented and the results reported in the Healy 
and Bronner Report (1936), which resulted in the nationwide de- 
velopment which spread child guidance clinics throughout urban 


America. 


The Great Catalysts—World Wars 

Although there were wide differences in theory and re- 
search approaches among the various breeds of scientist- 
practitioners during the first part of the century, they generally 
agreed upon a major final operational model for prevention of the 
spread of imperfection, that is, public segregation under govern- 
ment supervision. Between 1918 and 1932 separate facilities for 
deviant children within the governmental controlled and financed 
public school system grew very rapidly. By 1930 sixteen states had. 
passed legislation relating to the mentally handicapped and their 
segregation in or directly under the public schools (Schleier, 1931). 
By 1932 thirteen states had established a state division or bureau 
for administering special education services. By 1933, 75 percent of 
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the nation's high schools had some form of special assistance for 
exceptional children, primarily for children who failed regular 
classes (Heck, 1940). However, such classes were perceived fre- 
quently as a means of identifying the mentally retarded, the men- 
tally sick, and the delinquents for subsequent institutionalization. 
Just prior to World War I, Fernald (1915) stated, 


The modern public school class for defective children ensures 
pag ie and treatment at an early age, helps to inform parents as 
to the dangers of mental deficit, and admirably serves as a clearing- 


house for permanent segregation. (in Keugel & Wolfensburger 
1969, p. 127) 


In 1915 the National Conference of Charities and Corrections de- 
voted most of its proceedings to the discussion of “Prevention of 
Mental Defect.” The practical solutions offered were basically 
segregation and prevention of procreation (Keugel & Wolf- 
ensburger, 1969). It was the consensus of the 
survival of the society demanded that the 
segregated from society through involunt 
stitutions. During this period there was 
formatories for delinquents. 


committee that the 
mentally retarded be 
ary committment to in- 
also a proliferation of re- 


The World Wars and Bureaucracy 


The government-supervised model of segregation, en- 
hanced by scientific measures for detection 
ported the consolidation of chosen cultural patterns. The various 
forms of segregation through asylums lent themselves to the or- 
ganization of state welfare and correction bure 
administering this effort. The utterances of the scientific fraternity 
mobilized the general society to press for such protective ie oe 
and to provide the tax Support necessary d 
them. The federal level of the government hierarchy began to 
take on responsibility of detecting and separating those in de- 
viated from mental standards. The U.S. Public Health Serice be- 
came the first federal agency involved in detecting and isolating 
mental undesirables. It instituted a program of inspection of vos 
at Ellis Island to detect such characteristics. This public health ser- 
vice was expanded with the entry of the United States into World 
War I, when the Surgeon General's Office created a division of 


and isolation, sup- 


aus for funding and 


to create and maintain 
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neurology and psychiatry to (1) examine new recruits for mental 
disorders, (2) develop programs and facilities for observation and 
treatment of soldiers, and (3) design and implement after-care 
facilities for veterans. Mind watching now became a federal con- 
cern and completed the hierarchical structure of the bureaucracy 
for protecting the mental status of society. The first World War 
thus played a part in collecting large masses of population into a 
special social institution where it could be subjected to the new 
detection measures and separated into special facilities or pro- 
grams to help ameliorate adaptive imperfections. World War I 
gave great impetus to the development of all sorts of mental and 
social measurement procedures. This measurement philosophy re- 
sulted in a totally new type of social stratification, unique to the 
United States. Ideal models for accomplishing this stratification 
were incorporated into the major cultural melting and social- 
sorting institution of the democratic society—the school. 

In the 1920s the new standardized intelligence and 
achievement tests were urged as the basis for restructuring schen 
Systems. Lewis Terman, creator of the extensively used Diábtorü- 
Binet scale and a leader in the educational testing and gg 
ment movement proposed the first scientifically engineered DA 
for social stratification by culturally chosen traits. It was a gan e 
track plan based upon the new scientific simameni E arly ad 
tal and cognitive screening of children, to prepare sane p Sm ) 
for their future life role. The proposed blue print m a be a 
direct transposing of the economic usefulness clemen 9 the Eror 
estant ethic into the new mental ethic. Terman (1923) laid out his 
own vision for a scientifically, determined socioeconomic cla 


dati as OWS: 
tem based on mental gradations as follc 


The present writer would urge the Wie um xs open is 
multiple-track plan, adapted according Ho b S mental A udane 
cording to other circumstances . - „at presei — pd € e 
is too largely an end process, an afterthought. «- o ESeny PED 
the child's progress the school should take ee e iO oe E^ 
possibilities. Preliminary investigations d l age that ranges 
rarely permits anything better than a T. : db ad oi ^ 
from 70 to 80 is preeminently that of semiski i Pad aal preni: 
cal labor, from 100 to 110 or 115, that of semipro cde l » iis 
and that above all these are the grades of intelligence s m alle 
one to enter the professions or the larger fields lcs iet ne = 
gence tests can tell us whether a child's native a ka ^" 
sponds to the median of (1) the professional classes. (2) those in the 
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semiprofessional pursuits, (3) ordinary skilled workers, (4) semi- 
skilled workers, or (5) skilled laborers. This information will be of 
great value in planning the education of a particular child and also 


in the differentiated curriculum here recommended. (pp. 74, 
75-76) 


World War II and its aftermath greatly accelerated the 
growth and expansion of both the scientific body and its involve- 
ment in public policy, and the proliferation of and hierarchical 
structuring of the bureaucratic care system in this country. For 
instance, Margaret Fraser (1974) writes, 


at the time the U.S. entered World War II, there was very little 
federal preparation for the Preservation of good mental hygiene in 
either the armed forces or the civilian population. In fact World 
War II interrupted the development of a federal Mental Health 
program, but it did alert the populace to the tremendous toll men- 
tal illness cost in terms of national welfare. Neuro-psychiatric dis- 
rges than did any other dis- 
an men of draft age were re- 
ed medical discharges due to 


(Deutsch, 1946) 


Edward Hoffman (1974) describes the rapid t ecial edu- 
cation following World War II. PU growth:of specia 


viewed as mentally retarded, 
maladjusted, and most recently as | 


World War II consolidated 
ety and finalized the federal hierarch 
cratic administration of that ethic in t 

The federal Public Work 
marked $12 million for the constructi 
The Social Security Act of 1935 had 


the mental ethic of our soci- 
ical structure of the bureau- 
he United States. 

S Administration had ear- 
9n of state hospitals in 1934. 
authorized funds for public 
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ee in all the states, and as pointed out by Margaret Fraser 
974) 


These innovative programs were symptomatic of a radical new phi- 
losophy about the nature of federal involvement in areas which had 
traditionally been left to the states. (p. 264) 


After this period in history the nation slowly began to 
turn away from social segregation as the cure of its social ills; and, 
at the same time, quietly, almost unobtrusively, began to lose its 
faith in the melting pot. Somehow these two factors are in- 
tertwined. When there was a firm belief in a single ideal represen- 
tative character pattern, it seemed simple to pick out those who 
deviated from this pattern. It seemed logical to conclude that those 
few deviants spoiled the purity of society and would multiply to 
further contaminate the social body. Segregation or sterilization 
would prevent further impurities. Now, slowly and imperceptibly, 
doubts began to grow. Two interacting factors seemed to be in- 
volved. First, the previously sharp social model was beginning to 
blur; and second, even though the mental ethic grew stronger, the 
separation between “them” and “us” became less clear. The genetic 
strain was no longer the decisive dividing line between the rational 
and irrational. Irrationality refused to be segregated. 

In the years immediately after World War II, the public 
embraced special educatic 


yn with a growing sense of desperation. 
The number of mentally retarded children, served by the schools, 
for instance, increased from 87,000 in 1948, to 113,000 in 1952, to 
over 213,000 in 1958. By 1956 all states had provisions for state 
assistance to local special education programs focusing on such 
children. ; ; ; 

Children who violated the social ethic of mental ac- 
ceptability because of irrational or asocial behavior were attended 
ta by ee alin and guidance services on a one-to-one basis in the 
newly emergent nationwide mental health services, except where 
Huy werd viewed as culturally deprived. 

World War II made the society deeply, self-consciously, 
about its own general mental decline. Seventeen percent of 
‘American men of draft age had been reported to be rejected by the 
Selective Service OF received medical discharges due to mental- 
educational deficiencies. By 1946 Veteran Administration facilities 
were flooded with psychiatric patients who comprised 60 percent 


of the hospitals’ residents. 


anxious 


36 INTRODUCTION 


The nation was alarmed. Something had to be donc. 
With the depression-born dependence on federal bureaucratic 50- 
lutions, the country turned to the federal level to take action 
against its perceived worsening mental condition. y 

In 1944, Dr. Robert Felix was appointed the Director of 
a Division of Mental Hygiene in the U.S. Public Health Service. His 
first action was to develop an outli 
community-based mental health program, which, in 1946, was 
translated into national legislation. The National Mental Health 
Act was passed by Congress and signed by the president in July, 
1946. It outlined a national attack upon “mental disease.” A Na- 


tional Institute of Mental Health was created. A grants-in-aid pro- 
gram made funds available 


for local mental health programs. Each 
State was required to name one of its agencies as the State Mental 
Health Authority, 


ne f a comprehensive 


The obsession with disordered psyches of self and oth- 
ers began to spread rapidly throughout Society. As irrational events 
increased across the world and within the nation, irrational forces 
seemed to have a greater control over individual lives, The end of 
World War II did not end the martial holocausts that overtook the 
land. Poverty did not end even though the economy boomed. The 
nation seemed to discover more and more mental conditions which 
infected it—minimal brain damage, neuroses, emotional disorders, 
and behavioral disorders, social maladjustment, sociopathy, cul- 


tural disability, autism, alcoholism, drug addiction etc. It discov- 
ered social discrimination, deprivation, Segregation. Dissolution 
and decay seemed to char; s 


5 acterize the environment of the cities. 
These cities discovered ghettoes in their midst 


Then suddenly the country entered the frightful Sixties. 
This decade had the existential quality of a schizophrenic night- 
mare. The Community Mental Health Act of 1963 was passed by 
Congress. It instituted a massive federal committment to the 
growth of community mental health Programs in the United States. 
Hordes of new mental science Practitioners Were trained in Univer- 
sity Programs. Mental health research burgeoned. In 1958 and 
1959 public laws had been created to foster the development of 
higher education training Programs in special education. In 1963, 
under PL 88-164, Section 301 and 309. Support was extended for 
the training of professionals in Several areas of €xceptionality, in- 
cluding emotional disturbance. i 

Nineteen hundred sixty-three Was also the fateful year 
in which John F. Kennedy, the 35th President of the United States, 
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was assassinated. Next a chain of riotous explosions wracked the 
newly discovered ghettoes. In rapid succession came the assassina- 
tion of Reverend Martin Luther King and presidential candidate 
Robert Kennedy. The nation seemed to itself to be infected with 
madness. Students revolted. Some were killed by the national 
guard. The abortive Great War on Poverty ground to a halt. The 
society felt dismayed rather than great. And then came Watergate; 
and the shared illusions of perfection began to come apart. The 
great uniform Ego Ideal, the model American type, was shattered 
into splinters. Irrationality could no longer be projected onto the 
imperfect few who violated the heroic myth. It resided in us all. 
The nation was face to face with the false God of Normalcy. 


The Melting Pot Melts 


In place of the melting pot ideal a new concept of cul- 
tural pluralism began to assert itself. It expressed itself in very 
strange ways; through the national move toward antidiscrimination 
and desegregation which was so greatly accelerated by the judicial 
process. 
Psychosocial philosophy and the human measurement 
movement had provided a scientific structure for the American 
progeny of social Darwinism and the English Protestant bourgeois 
ethic at the turn of the century. Now, at midcentury the Judiciary 
took over from the psychologists and sociologists. They translated 
doctrine into social policy which reversed the proc- 
ess. This turn began with the profound Supreme Court decision in 
1954 to desegregate schooling. The lifting of repression of nonrep- 
resentative types spread to become a civil rights movement that 
soon encompassed the mentally ill and mentally retarded. Schools 
were the principal institutional target of antidiscrimination. How- 
ever, alienating clements of other social structures such as mental 
institutions were also under attack. : 

“Civil Rights” legislation and litigation burgeoned in the 
land. The tracking concept, invented in the Twenties by the 
psycho-educational Moe Hoe experts such as Lewis Terman, 
was struck down in the famous Hobson v. Hansen. decisions in 
Washington. D.C. in the Sixties. Litigation was spawned in the area 
of “labeling” psycho-educational testing,” and “segregated 
w (Guadalupe v. Tempe Elementary School District, Diana v 
of Education , Covarrubias v. San Diego Unified School Dis- 


newer scientific 


laceme! 
State Board 
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trict, Larry v. Riles, Stewart v. Phillips, etc). The right to education 
and right to treatment of labeled children became an issue 
(Pennsylvania Association for Retarded C children v. State of Pennsylvania , 
Mills v. Board of Education of the District of Columbia , Lebank v. Spears). 
A national act was Passed by federal legislation to insure the right 
to public schooling of all handicapped children (PL 94-142, Educa- 
tion of the Handicapped Act of 1976). 


Discrimination-Segregation Consciousness 


Discrimination and segreg; 
the mental ethic of the early twe 
plished by a profound public denial of its own psycho-social dis- 
crimination and Segregation practices. Now in the last quarter of 
that century, the denial itself was being brought into focus. Aware- 


asserted themselves strongly. This 
current fostered SToup-consciousness and self-consciousness: “I 
is Beautiful,” “Gay Liberation,” “Indian 
Rights,” “Chicano Rights.” The hyphenated Americans came back 
cans,” “Ttalian Americans,” and so on. 
Now, as we move into the last quarter of the twentieth 
century it is difficult to Predict clearly what direction we will take in 
relationship to our concepts of deviation and differences. At the 
moment, however, it does Seem clear that hidden class designation 
through labels of unfitness has faltered and that we have moved 
from “melding” to “pluralism.” It Seems very difficult at this time in 
history for the nation to Maintain a unified trait preference. Under 
such circumstances it would also deem difficult to continue with the 
present public belief in perfecting the “imperfect” or “unfit” 
societal members. The illusory image-ideal of the representative 
cultural type which was defe 


nsively concretized in the great immi- 
gration tidal wave of the lat 


€ nineteenth and early twentieth cen- 
turies, seems to have been shattered by the ex 


Plosion into conscious 
awareness of self-protective bias and discrimination. This older 
ego-ideal no longer seems tenable. The whole question of normalcy 
and abnormalcy is at Issue as it never has been since the advent of 
gatekeeping sciences. This question shakes the foundation of the 
bureaucratic edifices erected upon it, 


We seem to be poised Upon the brink of a new torsion in 
our human history, a torsion which may or may not be determined 
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by the human sciences and their social admonitions on public pol- 
icy. The suspense is almost unbearable. 
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PART TWO 


Logical 
Positivistic Views 


The two chapters that follow present the views most 


frequently used today in guiding school 
as deviant or disturbed. Both learning theories and 
are logical-positivistic in that they con- 
havior and biogenetics. The data 


programs for children who 


are seen 
psychoneurological theories 
fine themselves to the data of be 
s use in looking at de 
1 and observable phenomena. The child is 
Any assump- 


that such theorie: viaton 1S restricted to the 


sphere of observatior 
seen as an ordered organism go 
tions not based on empirical ph 
the processes and procedures growing out of U à 
psychoneurological views are studiously avoided by their prac- 


verned by causal law. 
ilosophy which may be inherent in 
f the behavioral or the 


titioners. 

Neither set of views considers or admits into its sphere 
of activity the contribution of the observer into what is observed in 
children. Their methodologies do not consi 
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der the “eyes of the 
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beholder” in determining the problem itself. In these two sets of 
views, the bi-location of deviance does not seem to be at issue. 
Neither set of views will admit metaphysical speculations 
eatment of the conditions that it defines 
Value issues are put outside the real 
tion as being tangential or 


into its tr as deviance. 
m of both theory and interven- 
“metatheoretical.” 

These views stress experimentation, evidence, data, 
general principles, specified outcomes, and specific interventions. 
Such factors are treated as though they are independent of the 
viewer. 


CHAPTER THREE 


Behavioral Views 


and 
Approaches 


Maladaptive Behavior 


whether disturbance, delin- 


quency, retardation, learning disability, etc., as viewed from the 
point of view of the modern behavioral theorist, takes its meaning 
from the environmental context in which it appears. Except in a 
pure Pavlovian interpretation, it is rarely viewed as a condition of 
deviation from a psychobiological standard. Instead, it is a behavior 
that departs from the expectations and customs of the culture sur- 
rounding the individual marked as a deviator. Ullman and Krasner 
(1965), representing this point of view, express the problem this 


way: 


Maladaptive behavior, 


fully live up to 
ond to all the 
he typical or 


Mea person whose behavior is maladaptive does not 
the genic cn, for one in his role, does not resp 
stimuli actually present, and does not obtain t 
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maximum forms of reinforcement available to one of his status. (p. 
20) 


Such a point of view has a profound meaning for the 
practitioner working with children who are designated disabled or 
disordered. It directs him to the place in which he must look for the 
determination of which children are disturbed and which are not. 
Instead of locating the condition within some cate 
process within the child, he looks to the 
within which the child is functioning. He 
universal syndrome, or a characteristic of the organism which will 
determine who is maladapted and who is not. If he expects to find 
any generalized set of syndromes at all, he will have to classify 
characteristics of environments and of the relationship of human 


gorical state or 
discrete environments 
does not expect to find a 


organisms to environments. 

Also, in contrast to the typical medical-functional point 
of view, maladaptation is not treated as a biological insufficiency 
that accounts for the lack of adaptation of the individual to his 
surroundings. Rather, it is usually handled as though a particular 
environmental-organismic pattern of exchange is the maladaption. 
This is most explicitly stated within the Skinnerian framework 
(1965), but it is implicit in almost all of learning theory, that theory 
which undergirds the behavioral model. Current extensions of this 
thinking would go even further, and Say that the state of maladap- 
tation existing between the organism and his immediately sur- 
rounding environment is being created by the current contingen- 
cies occurring in the impinging environment. One can look to the 
environmental side of a current exchange in order to understand 
what is maintaining a condition of maladaptation between the or- 
ganism and his surroundings. 

From this point of view, system which 
is developed by the practitioner, must look into these connections 
between environments and organisms. It is here that one can locate 
the categories of maladaptation. In general practice the modern 
behavioral theorists do not rely upon classification systems. ‘The 
followers of the learning framework view this effort of classifica- 
tion as a somewhat superfluous effort. They feel that if the prac- 
titioner is concerned with changing a particular individual who is 
looked upon as emotionally disturbed, t} 


> ] ] 1€ classification of the indi- 
vidual offers nothing useful for determin how to change him 
" ? 


Rather, particular principles of learning are the guide that will 

5 . x 
locate the source of maladaptation and determine the direction in 
which a program of change must proceed. 


any classification « 


ing 
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In the determination of what it is that has to be changed 
in the individual's interchange with the environment, the prac- 
titioner has to look into the cultural standards and expectations 
surrounding him that are being violated. From the behavioral 
learning frame of reference, the furor created over disturbances is 
understandable only within the context in which the individual is 
functioning. The furor is a manifestation of the behavioral codes, 
beliefs, legends, etc. held by the people surrounding the child. 

Since the practitioner’s concern and empathy focus 
vidual child and his particular needs, the 
practitioner operates differently within the predominant be- 
havioral model than within other major explanatory models of 
emotional disturbance. He would not, for instance, concern himself 
with inner processes or conditions of the child who is being labeled 
maladaptive. Rather, his empathic concern would be with the fact 
that the child's current activities are not gaining maximum benefit 
from the environment. He is not sharing fully in the stimulation 
and reinforcements available in the environment. In a sense, the 
child is being grossly deprived of the environmental benefits in 
relationship to other children within the same setungs. His depriva- 
tion stems from the fact that he has learned certain kinds of be- 
haviors and these are being maintained by the conditions which 
exist at the present time in his own personal interactive exchange 
with that environment. The deprivation is being maintained by a 
maladaptive coupling system, or connecting arc, between the indi- 


vidual and the environment. 
For those who are concerned about such children, one 


can benefit from the objectivity of the psychological science of 
learning, and still orient one's passions and human empathy to- 
ward the preventable or alterable condition of deprivation which 
the child is currently suffering relative to this environment. 
In order to grasp the process whereby the condition of 
maladaptation between the child and his environment has been 
constituted and continues to be maintained, one must understand 
the way in which coupling exchanges or connections are established 
and maintained between the two open systems of individuals and 
environments. The creation and maintenance of such functional 
as ongoing interchange patterns between 
e in the conditioning concept first 


more directly on the indi 


connections which exist 
individuals and environments li 
developed by Pavlov. 

The connec 
ing organism had been known since € 
reflex long before Pavlov's investigation 


tion between the stimulus and the respond- 
arly times, and was called a 
s. Gantt (19442) reported 
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that the concept had been fully developed by Sechenov, the father 
of Russian physiology in his book Reflexes of the Brain published in 
1863. However, it was Pavlov who established and demonstrated 
the idea of the conditional or individually acquired reflexes— 
“variable, fluctuating, appearing, disappearing, symbolizing, sub- 
stituting reactions, whence a delicate equilibrium is maintained ina 
system surrounded by a changing environment where the system is 
itself perpetually changing.” (Gantt, 1944a, p. 6) It was Pavlov who 
established that this was the central building block for the plastic 


and delicate adjustments which keep the organism in equilibrium 
with its environment. 


Pavlovian Conditioning 


Ivan Petrovich Pavlov (1849-1936) encountered the 
phenomenon of conditioning while studying the salivary glands 
and their relationship to digestion. In a speech delivered to the 
International Medical Congress in Madrid in April, 1903, he gave 
the first major account of the conditioning process. 

,  Pavlov was studying the activity of the salivary glands of 
dogs in reaction to the application of various specific, material, 
substances to the glands. He was interested, more precisely, in the 
salivation of the animal to these various substances which included 
dry bread, sand, meat, etc. In the cour: 
these familiar, salivary-specific substa 


materials. Furthermore, these other or- 
€. the ears, eyes, etc.) began to refer the 
§ subsystem of the salivary glands so that 
se simultaneous components of the envi- 
ronment had some equivalency with the stimulus properties of the 
bread, meat, sand, air, etc. that were being applied to the salivary 
glands at the same time. By additional experimentation, Pavlov and 
his associates discovered that these extraneous aspects of the envi- 
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ronment such as the smell of food, the dish, the people, the room 
and even sounds at a distance would produce the same reactions as 
the original substances. This was true, even though previously, 
these parts of the environment failed to have any effect at all upon 
the salivary glands. Something was happening to cause a 
generalized reaction on the part of the animal to generalized as- 


pects of the environment. 
Later, Pavlov found that in addition to this connection 


between external environmental aspects, which caused the ex- 
traneous conditions occuring at the time of stimulation to become 
stimulus equivalents, another kind of equivalency also could be 
induced. Responses that the animal made during the same time 
that he was salivating, also could be reproduced when the salivary 


stimulating properties of the environment were introduced. Thus, 
not only did environmenta 


1 properties gain functional equivalen- 
cies in becoming stimulus producers under a set pattern of circum- 
stances, but also, nonessential responses of the organism could be- 
come connected to the "natural" or essential response of salivation. 

Pavlov was paving the way for later studies of "learning." 
He was concerned with how the animal learned, for instance, to 
salivate upon hearing the step of his feeders. And although he did 
not use the term "learning" 


" he was fully conscious of the impor- 
tance of such connections being developed out of the basic uncon- 
ditioned, "natural" connections between the properties of certain 
substances and distant, connected properties o 


f the object or of its 
setting. He was aware that aside from any innate or unlearned 
appropriate adaptive response: 


s to the environment, it was out of 
such couplings of environme 


ntal messages and organismic re- 

sponses that the animal becomes adept at seeking its food, avoids 
environmental dangers, etc. 

The classical conditioning paradigm thus developed by 


Pavlov and his colleagues in these researches went as follows: 


l. An unconditioned substance (such as meat or bread) produced 
a flow of saliva as an unconditioned reflex (response) of the or- 
ganism to this matching part of the environment. . 

9. An extraneous part of the environment, by being paired with 
the environmental releasor or unconditioned stimulus (food, 
sand, meat, etc.) during the time of the releasable, inherent, or 
unconditioned response (salivation) becomes connected with 
and becomes a functional equivalent of or substitute for, the 
unconditioned stimulus. Thus, it becomes a conditioned stimulus. 
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The pairing of the conditioned stimulus and the unconditioned 
response was called a conditioned reflex. 


This simple basic paradigm has developed into a rather 
complicated schema, where the various pairings of environmental 
stimulus aspects and organismic response aspects can produce an 
astoundingly varied set of environmental-response pairings. Vari- 
ous combinations of conditioned and unconditioned stimuli and 
conditioned and unconditioned responses can be carried out to 
profoundly alter or modify the functional coupling or connecting 
systems between environmental and behavioral properties. This 
has been elaborated and developed into a much more sophisticated 
and manipulable schema by the manipulating of “reinforcers” or 
conditions which have the capacity to stamp-in the functional con- 
nections created by these directed environmental-organismic in- 
teractions. 

A reinforcer, or reinforcement, is any property of the or- 
ganism or the environment that has the capacity either to intensify 
or maximize these functional couplings, or to attenuate or interfere 
with these couplings. Some researchers working within the condi- 
tioning framework are convinced that a reinforcement is any con- 
dition which is tension releasing for the organism (such as sexual 
discharge, feeding when the individual is hungry, or drinking 
when thirsty). Others believe that a reinforcement is any condition 
(which needs not be tension-reducing) that satisfies the individual 
(like mastery of a problem, achievement of various kinds, or ex- 
ploring and investigating new aspects of the environment). Still 
others are much more pragmatic in their approach and call any 
identifiable condition or circumstance that strengthens or reduces 
the established bond between environmental aspects and organis- 
mic responses a reinforcement. 


Reinforcements are called either positive 
pending on their actions upon the 
stimuli and responses 


or negative, de- 
functional couplings between 
, and upon their aversive or positive qualities 
for the individual receiving them. The more frequently encoun- 
tered view of reinforcement has led to experimentation with spe- 
cific agents that are satisfying to basic tissue needs, such as food 
when the individual is hungry, water when he is thirsty, a sexually 
reciprocating partner when there is sexual deprivation, etc. These 
are frequently called primary reinforcements. Other reinforcements 
that can become directly connected with these, such as social rein- 
forcements, are referred to as secondary reinforcements. In learning 
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research conducted withi e ; years i 

strated that almost deer rien f aff à vs ts Xt 
vidual's own behavior can act as P infor a ik ae ed 
to condition or bring into prohi 2 " im “all pe 
behavior. In the Premack nd le" (Pr ce m ni pu 
al's own frequently ier. oor seg ve F an 
ment for behaviors which are tus freq dicis indi Se 
pein, 1 e individual's re- 
MD e that out of the early work of Pavlov, inves- 
tigating the conditioned reflex and the process whereby it is 
brought about, a basic set of events or factors is all one has to use in 
understanding how individuals learn behaviors that are not in their 
original repertoire, whether this be adaptive or maladaptive to the 
specific microenvironment in which they are acting and being 
evaluated for their acts. In the interchange between the individual 
and the environment, certain stimuli impinge upon or are directed 
to the individual, certain responses are called out by these stimuli, 
and certain reinforcers act to achieve a functional coupling system 
between stimuli and responses. Such coupling systems have a ten- 
dency to perpetuate themselves. If, for some reason inherent in the 
social and cultural context, these functional coupling systems are 
looked upon as maladaptive, a special effort or outside intervention 
has to be instigated in order to interrupt, change, modify or elimi- 
nate them. This, then, is the essential logic of the classical condi- 
tioning, Pavlovian conditioning, Or "respondent" conditioning view 
of the problem of emotional disturbance as maladaptive behavior. 


Thus, we se 


Behavioral Disorders: Early Research 

tween the conditioning procedure 
and emotional distur- 
early observations of 
The use of the conditioning schema in modern prac- 
and behavior modification did not make 
ral experiments to the clinic or 
awn between conditioning and 
research and 


The relationship be 
havioral disorders 


and the problem of be 
»wn from the 


bance did not spring full-blc 
conditioning. 
tices of behavioral therapy 
the leap from these simple. gene 
classroom. Instead, the parallel dr: 
behavioral disorders resulted from a long series of 
experimentation carried out in the area of experimental neurosis 
in laboratories across the world. Like the conditional reflex, the 
concept of “experimental neurosis” and the demonstration of the 
methods by which it could be established were initiated in the labo- 
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ratory of Pavlov. Although Pavlov did not specifically report upon 
this phenomenon under the title of experimental neurosis until 
1923 (Pavlov, 1941), it was observed as early as 1912 by one of 
Pavlov's colleagues conducting experiments having to do with 
pathological changes following conflicting stimuli. (Yerofeyeva, re- 
ported in Pavlov, Vol. 1, 1941.) 

These special neurotic conditions were seen by Pavlov as 
pathological disturbances resulting from functional interference. 
He defined a neurosis, for experimental purposes, as: 


a chronic deviation of the higher nervous activity, lasting 
weeks, months, and even years. For us the nervous activity is man- 
ifested chiefly in the system of conditioned positive and negative 
reflexes to any stimulus and partially, but to a lesser degree, in the 
general behavior of our animals (dogs). (1941, p. 73) 


The technique worked out in Pavlov's laboratory, and 
one that is the major process employed in various studies of ex- 
perimental neurosis, is that of establishing a conditioned reflex 
between a stimulus and a response and then to switch to a conflict- 
ing stimulus, or to set up a laboratory situation of conflict in which 
the animal is required to differentiate between two stimuli so simi- 
lar that they cannot really be distinguished. . 

In the first experiments from Pavlov's laboratory in 
1912 having to do with pathological changes following conflicting 
stimuli, Yerofeyeva (in Pavlov, Vol. 1, 1941) reported the following 
procedure: A conditioned food reflex was developed in connection 
with a stimulus that would ordinarily evoke a defensive or 
avoidance response. An electric shock was applied to the skin of a 
dog at the same time that he was being fed. A weak current was 
used in the beginning and gradually it was increased. The dog 
developed a good conditional or acquired response to this strange 
stimulus response pairing. In other words, he would begin salivat- 
Ing in anticipation of the reception of food when the current was 
applied to his skin. The usual defensive or avoidant responses such 
as changes in breathing or heart rate, gave way entirely to the 
anticipatory salivation response. This in itself was pathological. 
What had happened was that the natural defensive reactions of the 
organism to environmental insult or danger were inhibited, and in 
its place a positive or excitatory response was called out. 

The experimenter, having established a stable excitatory 
or food response, began to shift the electric irritation at every exci- 
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tation to another new point on the skin. When the number of these 
points became considerable, one of the dogs suddenly changed. 
Everywhere, beginning with the first location of the skin stimulus, 
and even with the weakest current, every trace of the food reaction 
disappeared and all that could be elicited was only the strongest 


defensive reaction. 
Later, the experimenters in Pavlov’s laboratory de- 


veloped the technique of impossible differentiations between two 
very similar stimuli. The conditioning task set for the dog was 
differentiation of a circle from an ellipse of the same size and visual 
intensity. The circle was always accompanied by feeding, the el- 
lipse, never. The circle called out or released a food reaction, but 


inhibition of the food response. In the pro- 
an with marked differences between 


e appropriate responses were well 
the ellipse was brought closer and 
closer in form to the circle. At first there was increasing acuity in 
the animal’s capacity to differentiate between the circle and the 
ellipse as they began to come closer together. However, a point was 
reached, when the two forms became increasingly similar, where 
the differentiation disappeared altogether. The dog became in- 
creasingly excited, struggled, fought his bonds, and displayed 
many other symptoms of agitation. In some dogs catalepsy or 
pathological sleep was elicited by the undifferentiable stimuli. 

, Further experimentation with "experimental neuroses" 
in the Pavlovian laboratories established certain facts about this 


phenomenon or condition: 


the ellipse released an 
cedure the experimenter beg; 
the circle and ellipse until th 
established. Then, gradually, 


1. Behavioral disturbances could be brought about in experimen- 
tal animals by a variety of causes or conditions. Pavlov identified 
three circumstances that could elicit it. 

(a) extremely strong stimuli used in place of those that are weak 
or moderately strong and which ordinarily determine the 


animal's activity. 
(b) the animal is required to exert a very str 
tracted inhibition. 
(c) a conflict between these two processes is produced by the 
experimenter in which conditioned positive and negative 
stimuli are produced one right after the other. 
2. At least two types of susceptible animals succumbed to the same 


stimulus conditions: 


(a) the excitatory type. 
for any inhibition an 


ong or very pro- 


s almost completely its ability 


hich lose 
i etie lly excited. 


d generally becomes unusua 
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(b) the inhibitory type who, though hungry, refuses to eat 
under the influence of the conditioned stimuli and gener- 
ally becomes exceedingly ill at ease and passive with the least 
change of its surrounding environment. 

“Natural” emotional shocks can produce disturbances in be- 
havior so that previous adaptations to the environment can be 
radically altered. As a result of a great flood in Petrograd in 
1924 Pavlov's kennels were inundated. During the terrific 
storm, amid the breaking of waves against the walls of the build- 
ings, the noise of falling and breaking trees, etc. the animals had 
to be quickly transferred by making them swim from the ken- 
nels to a safe place in the laboratory. As a result some of the 
dogs later showed extremely disturbed reactions in the experi- 
mental conditions. 


Gantt (1944b), in a review of some of the findings of 


studies in experimental neurosis (which we prefered to call be- 
havioral disorders), up to the period of 1944, reports on the variety 
of causes and methods noted in these various researches. He 
groups these under external factors and internal factors: 


Under internal factors he lists the emotional or constitu- 


ional state of the animal. Under external factors he includes 


natural severe e 


motional shocks, such as situations involving ex- 


treme fear, explosions, unusual scenes, fierce fights, physiological 
states like parturition, disturbance in the male from the presence 
(or withdrawal) of a rutting female. 


Under external factors he also lists artificial methods of 


producing experimental neuroses: 


By creating a conflict between emotions, or in the concept of 
Pavlov, the tensions between subcortical centers, or two uncon- 
ditional reflexes, as between food and pain. 

By the conflict between opposing conditional stimuli—cither a 
conflict in space and time, e.g., differentiations too difficult for 
the animal, or simultaneous application of positive and negative 
conditional stimuli. 

Changes in the daily order and time relations of the routinc. 
Excessive increase of intensity in the conditional reflexes. 
Change in relation between conditional and unconditional rc- 
flexes: failure to follow the conditional reflex by the usual un- 
conditional stimulus. Though this is a method of producing 


exuncton it may, instead of leading to extinction, become a 
chronic state of disturbance. 
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In a twelve year study of the nervous disturbances of 
dogs in his laboratory Gantt (1944b) replicated some of the 
phenomena observed in the Russian laboratories. His contribution 
was, in many ways, even more significant since it provided a lon- 
gitudinal and life-context report on a small group of dogs which 
were permanent subjects in his researches. 

In discussing the general symptoms of “behavior disor- 
der” shown by his research animals and those of contemporary 
researchers, Gantt reports the following categories. First, general 
behavior was affected—refusal of the animal to perform the prob- 
lem correctly or marked deviation from the performance pre- 
viously established. Reluctance to enter the experimental environ- 
ment was reported both in animals and children when the difficult 
differentiation method was used. Second, gross emotional disturbance 
appeared—whining, barking, attempting to escape. Defense reac- 
tions might replace the food reflex. Third, motor phenomena that 
were not components of definite emotion were noted. These varied 
from great hyperactivity to sleep, catalepsy, convulsions, tics, etc. 
Fourth, autonomic responses were affected—change in heart rate, 
frequency of urination, defecation, change in respiration, sexual 
symptoms. Fifth, there were changes in the special relations be- 
tween positive and negative conditional reflexes. One or both were 
suppressed, or one predominated at the expense of the other. 

In terms of the classes of deviations from the "appro- 
ation or inhibition, Gantt observed that the 


priate" reactions of excit > t 
active defense reactions aimed at 


following had occurred: (1) direct | 
escaping the experimental situation; (2) passive defense, leading to 
immobility and various motor disturbances (catalepsy, etc): (3) en- 
tirely unrelated and extraneous symptoms, having neither charac- 
teristics of the appropriate response nor an active or passive a 
fense reaction (permanent abnormal changes in the separan 
physiological systems such as circulatory, sexual, respiratory, 
alimentary changes); (4) changes observable only in the special 
autonomic functions. ; f 

Gantt, in reporting these classes of symptoms, makes ihe 
important observation, not usually made by other experimentar 
who are focusing their attention only upon the specific, any ue 
cosm of stimuli and responses that he has singled out for his study: 


measurements of 


i g ax à Ye pre 5 vic A 
in any measurement that we make—whether general d 
motor, secretatory, respiratory cardiac, eine i » oa, a 
to recognize that no single measure represents the whole picture. We are, 
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so to speak, fishing in the stream of life, and bring up only that for 
which we have the appropriate bait. (1944b, p. 16) 


As shown in one of his experimental dogs, Nick, many 
profound effects are occurring as a result of the tiny, highly con- 
trolled research procedure, which are not observed in the limited 
effects which the usual laboratory researcher is attending to. 

In studying Gantt’s report, as contrasted with the work 
of Pavlov, Jules Masserman (1943), Norman Maier (1935), etc., one 
is more likely to grasp the Gestalt of the interplay between en- 
vironmental and organismic events. One is more likely to perceive 
the intricacy and complexity of the flow of exchanges between the 
individual and the external milieu. 

Nick was a mongrel male born about 1929 or 1930. In 
early 1931 he became one of the experimental animals in Gantt's 
Pavlovian Laboratory at the Phipps Psychiatric Clinic in Baltimore, 
Maryland. For about a year before any work was done on him he 
was brought into the experimental room for casual observations. 
He was kept in the paddocks of the laboratory with the other ex- 
perimental dogs. He was studied until his death in 1943. He was 
originally selected because of his very normal behavior and de- 
meanor as an appropriate animal in whom to create an artificial 
"neurosis." Before the experimental work began he appeared to be 
à very good natured and friendly animal. 

The major procedure used for most of the experi- 
mentally-intended research in the Pavlovian Laboratory of Gantt 
was the same as the salivary method developed in the Russian 
laboratory. 

Nick's task was to differentiate between auditory sounds. 
After the positive and inhibitory conditioning (differentiation be- 
tween tones) was established, the differentiation was made increas- 
ingly difficult. The experiments began in January, 1932, and by 
July of that year behavioral disorders began to appear. In October 
of the same year the differentiations were made even more dif- 
ficult, and from that point on Nick refused the dry food in the 
aia room, even when very hungry, until the end of his 
ife. 

In April of 1933, when impossible differentiation was 
introduced, Nick’s restlessness greatly increased, as evidenced by 
howling, barking, marked trembling, scratching off salivary disc, 
refusing to eat, etc. He had to be taken by force into the experi- 
mental room. He ran in the opposite direction when told to jump 
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on the stand. His heart rate increased considerably. At the end of 
January, 1934, he was given three weeks rest to see if he would 
improve. 

No improvement occurred, and beginning in August, 
1934, to July, 1936, he was allowed to rest in the laboratory pad- 
dock. These two years of rest caused only slight temporary im- 
provement when he was returned to the same experimental envi- 
ronment. A number of other experiments were tried with Nick. He 
developed a very peculiar, loud, raucous, asthma-like breathing, 
which showed up most intensely in the experimental room. Also he 
developed a very significant symptom of a behavioral nature. The 
tone sound had, during the two-year interval, been shifted from 
room than that which had been used in the 
ick. The first few days Nick reacted ap- 
sound. However, suddenly Nick 
han to the reality of the present. 


another part of the 
original conditioning of N 
propriately to this new source of 
began to react to the past rather t 
When the tone was sounded, Nick began to whine as before, but 
now instead of looking toward the source of the tone, he stared 
fixedly in the opposite direction, in that corner of the room whence 
the tone had previously come and backed away from the old loca- 
tion of the tone and actually toward its present position. 

At this time his sexual responses were still very “nor- 
mal.” They were appropriate in response to à female dog when she 
was introduced into the experimental situation. He engaged in 
coitus and showed no atypical sexual behavior. This is mentioned at 
this point because a little later unusual sexual responses developed, 
which became a more or less permanent part of Nick's behavior 
under tension. 

In the middle of December, 1936, during a demonstra- 
tion of Nick before several people, the reciprocal relationship be- 
tween sexual reflexes and anxiety first appeared. The inhibitory 
tone produced the usual anxious responses in Nick, but the ap- 
pearance of an experimental female dog in estrus overcame the 


inhibitory tone to this sexual stimulation, while at the same time 
overcame the excitatory response to food. At this time Nick showed 
intense excitement and interest in the female dog and in her urine. 


The intensity of the sexual stimulation and its capacity to overcome 
the inhibitory responses was the forerunner of the interplay be- 
tween anxiety and sexual responsiv k, which marked the 
rest of his life. 

Having noted this inhibitor 
on the anxiety reactions to the tone 


eness in Nic 


y effect of sexual stimulation 
and to other aspects of the 
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experimental environment, a small female dog was put in the pad- 
dock with Nick. She was left there from December 22, 1936, until 
January 5, 1937. During this whole period, when Nick was brought 
down to the experimental room he was much quieter, there was less 
hyperactivity, he went into the experimental room more readily, 
ate the meat without hesitation and urinated only twice in the room 
during a three month period. On December 31, it was noted for the 
first time in several years that Nick did not pant or breathe rau- 
cously in the experimental room. 

Nick’s improvement in the experimental situation lasted 
until the end of March, 1937. Due to the fact that neither rest nor 
food had much effect upon the behavior, it seemed justifiable to 
conclude that the companionship of the female in his paddock was 
responsible for this striking improvement. This, combined with the 
observation that sexual stimulation of the dog in estrus during the 
December demonstration was capable of overcoming his inhibitory 
responses where food had not been able to do this, indicated the 
reciprocal relations existing between sexual excitation and the 
anxiety-like state in this animal. By May of that year, most of his old 
symptoms reappeared, including the loud panting and abnormal 
breathing. 

On May 20 a new phenomenon became visible. In addi- 
tion to producing all of the anxiety indicators previously noted to 
the sound, there was a sexual erection to the tone. This stereotyped 
involvement of the sexual system from there on in, took its place 
alongside the respiratory and urinary system in prominence, inten- 
sity, and perverse stability. Any anxiety state occurring within Nick 
developed the power to elicit sexual erections and even ejaculation. 

A series of experiments were then instigated between 
June and August, 1937, to bring out clearly the relations between 
the anxiety-like state and sexual excitation. In addition to the tone, 
other stimuli that aroused defensive reactions in Nick such as those 
mentioned above, plus crouching, whining, etc. also produced the 
sexual symptoms of erection and occasional spontaneous ejacula- 
tion. The appearance of Gantt and other members of the labora- 
tory staff also produced an erection plus the other symptoms. 
Gantt concluded, with considerable evidence, that any experience 
event, or circumstance that would elicit anxiety in Nick also excited 
a sexual response. 

In order to determine the effect of a complete change of 
environment Nick was removed from the laboratory and brought 
to Dr. Gantt's farm. He remained there from August 1, 1937, until 
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October 3, 1937. On first arriving in the country he showed a 
marked degree of antipathy toward people associated with the lab- 
oratory, including Dr. Gantt. However, he was much more friendly 
with strangers, showing the kind of behavior he had exhibited to all 
people prior to his use as an experimental animal. Gradually, he 
became more friendly with Gantt during his stay. : 

On three occasions, during this stay on the farm, he 
demonstrated an intense return of all of his old anxiety symptoms. 
These three occasions were threatening or disagreeable experi- 
ences. Once he was thrown in the water, once his foot got caught in 


the chain of a bicycle and he was dragged some distance, and once 
chain on which he was tied. After each 


Gantt immediately after his experi- 
1 vigorously, growled and had penile 


he became entangled in the 
event, during a walk with Dr. 
ence, he was restless, scratched 
erections. 


In October, 1937, he was returned to the laboratory and 
experiments began again. During the next month his behavior was 
much more normal and showed very little in the way of former 
symptoms, and when they did appear they were much milder. 
However, by January 3, 1938, all of the old symptoms of inhibition, 
whining, retreating, erections, etc. were evident with great intensity 
even though petting by strangers or by Dr. Gantt was sufficient to 
inhibit these reactions. 

A year after his return to the laboratory in January 1939 
he showed marked avoidance of Dr. Gantt, plus erections 
whenever Dr. Gantt or the handlers who assisted him came near 
Nick. The reciprocal relationship between anxiety and the sexual 
symptoms was well established by this time. 

On August 25, 1939, Nick was transported to the farm 
again. During 1940 he was kept on a leash most of the time on the 
farm. When Dr. Gantt visited in February, 1940, and again in 
March, 1940, Nick crouched when he saw the experimenter ap- 
and had an ejaculation. His heart rate 
havior toward Dr. Gantt and a farm 
crouched and rolled on his 
er, but he jumped up 


proaching, lay on his back 
increased considerably. His be 
attendant was markedly in contrast. He 
back with the approach of the experiment i 
upon the attendant in a friendly manner and there was no erection. 

Gradually, as in the previous stays, Nick's behavior to- 
ward Dr. Gantt began to change. By the end of May he wa showing 
a mixture of the different behavioral patterns he had exhibited 
toward the farm attendant and the experimenter. He would alter- 
nately jump up upon his master and crouch away from him. The 
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heart rate and the erections began to diminish in intensity. By 
September, he would come into the house, accept food, exhibit 
markedly friendly behavior, and even when whipped by Dr. Gantt 
for jumping on the table, he did not have an erection. His devotion 
was more marked than two other dogs on the farm. He followed 
Dr. Gantt everywhere, jumping into his car or running after it. 
When Dr. Gantt was working at his desk Nick would lie quietly at 
his feet. 

After this period, there were several shifts of Nick back 
and forth between the laboratory and the farm until he died in 
1943. 

Other major researchers have experimented with the 
production of disordered behaviors in various animals. Masserman 
(1943) produced experimental neurosis in cats, Bajandurow (1932) 
produced it in pigeons, Maier (1935) in rats, Anderson and Liddell 
(1935) in sheep, Jacobsen (1936) in chimpanzees. 

These early laboratory studies of behavior provided the 
base upon which current practices of behavioral therapy and be- 
havior modification are built. In them we are faced with the amaz- 
ing plasticity of behavior as the mediator between the individual 
and the environment. At the same time that behavior is shaped by 
the environment, it is also shaping the environment (for example, 
Nick's behavior shifted Gantt’s research toward the study of the 
reciprocity between anxiety and sex). At the same time that it is a 
stereotyped representation or expression of the organism, it is also 
quite capable of great flexibility and change (e.g., Nick’s changing 
behavioral pattern toward his master, Dr. Gantt). At the same time 
that there may be pronounced changes within subsets of behaviors, 
the outline and overall pattern remains integral and recognizable 
for an individual (e.g., Nick’s general, characteristic orientation 
toward human beings in social conditions). At the same time that it 
obeys ancient directives from within the genetic structure of the 
organism, it is quite capable of undergoing dramatic transforma- 
tion (e.g., Nick’s sexual system changes) 


The Bias of Organismic Modification 


In his Nobel speech, delivered in Stockholm in 1904, 
Pavlov said that animal organism, as a system, exists in surrounding 
nature thanks only to the continuous equilibration of this system 
with the environment, i.e., thanks to definite reactions of the living 
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system to stimulations reaching it from without, which in higher 
animals is effected mainly by means of the nervous system in the 
shape of reflexes. This equilibration, and consequently, the integ- 
rity of both the individual organism and of its species, is ensured 
first of all by the simplest unconditioned reflexes (such as coughing 
when foreign substances enter the larynx), as well as by the most 
complex ones, which are usually known as instincts—alimentary, 
defensive, sexual, and others. The reflexes are caused both by 
ithin the organism and by external agents, 
and this ensures the perfection of the equilibration. The equilib- 
rium attained by these reflexes is complete only when there is an 
absolute constancy of the external environment. But since the lat- 
ter, being highly varied, is always fluctuating, the unconditioned, 
or constant connections are not sufficient; they must be supple- 


mented by conditioned reflexes. 
rer to fully emphasize the signifi- 


It remained for Skint 
cant part played by the environment in the reciprocal exchange 
her, as will be dis- 


between organism and the environment. Furt 

cussed shortly, he pointed out the spontaneity of behavior. That is, 
behavior can be a spontaneously initiated action of the organism 
operating upon the environment. Such operant behavior is pro- 
duced by, not elicited from, the individual and is affected by the 
way in which it is met by the environment. He conceives of an active 
role being played by the environment in response to the individu- 
al's spontaneously produced behavior. Skinner (1953) has thus 
been led into and has led modern behavioral therapy and behavior 
modification theorists into a consideration of the environment: 
particularly the culture of the environment. It has also led to a 
different interpretation of emotional disturbance. 

Whereas Pavlov and his followers have referred all 
neuroses to dysfunctions between excitor and inhibitor processes 
within the nervous system, the followers of Skinner have pictured 
behavioral disorders as a culturally relative or community-relative 
phenomenon. What is considered disordered depends upon the 
particular microenvironment in which the individual is function- 


internal agents arising W 


ing. 
Although Skinner has not, in his theories, moved be- 


yond these new emphases in conditioning to articulate the complex 
interchangeable functions of individual and environment, he has 
demonstrated them in his theoretically consistent novel, Walden IT 
(1948). In Walden II he shows. by design and orderly process, the 
mutuality between man and environment. He shows how the tran- 


60 Locicar Positivistic Views 


quility or turbulence of life ensues from the interplay or mutual 
action of one upon the other. He shows that the design or structure 
that organizes this interchange must embrace both individual and 
environment as though they were a unitary, amalgamated system. 


Operant Conditioning 


In his book on the behavior of organisms, B. F. Skinner 
(1938) discusses a conception of conditioning that places the be- 
havioral modification process in a new perspective. 

In the Pavlovian or classical conditioning experiments, 
the emphasis was upon stimulus substitution. The unconditioned 
stimulus (the meat) produced the unconditioned response (saliva- 
tion). After the conditioning procedure, a conditioned stimulus (a 
bell, a light, etc.) paired with the unconditioned stimulus, produced 
the same unconditioned r sponse as the meat. 

However, according to Skinner (1938), there is a dif- 
ferent kind of conditioning, which is much more concerned with 
behavior, which has some of the effect upon the surrounding 
world. Such behavior, he Says, raises most of the practical problems 
in human affairs and is also of particular theoretical interest be- 
cause of its special characteristics. This type of behavior, spontane- 
ously occurring behaviors for which there is no obvious stimulus, 
and which are under the control of the organism, operate upon thc 
environment and produce a consequence to the organism. Such 
behaviors are called operants, and they are emitted rather than 
elicited. They are distinguished from "respondents" or stimulus 
elicited behaviors that are produced by a stimulus. 

In order to bring operant behavior under environmen- 
tal control, all that one needs to do is to provide appropriate rein- 
forcing stimuli to follow their appearance. Instead of looking for 
the stimulus-response connections, one waits for the operant be- 
havior or takes opportunistic advantage of their appearance in the 
natural situation and then manipulates reinforcers or stimulus as- 
pects of the environment in order either to increase the probability 
of the occurrence of behavior in this form, or to shape it in certain 
directions of greater utility to the organism. 

By manipulating the environment one can gain a certain 
amount of control over behavior. Positive reinforcements (such as 
food, drink, praise) can increase the rate of frequency of the emis- 
sion of that behavior if it is applied immediately after each re- 
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stimuli probability of that behavior by remov- 
ing it immediately after each response. In Skinner’s terms, punish- 
ment is defined either as the removal of a positive reinforcer, or the 
application of a negative reinforcing stimulus. As suggested in the 
a 2 proper manipulation of the contingencies 

1 ; can shape or modify behavior quite drasti- 
cally in a particular direction. As an example, a pigeon can be 
taught to play ping-pong by careful observation of its behavior and 
by careful reinforcement of that behavior. 

By waiting until the pigeon moves in any direction to- 
ward the ball and reinforcing even that slight movement, one can 
increase the frequency with which the pigeon will produce that 
movement. Then, by successive approximations, one begins to rein- 
force only after the pigeon has produced turning plus drawing 
back the foot. After this sequence is stabilized, reinforcement is 
provided only after turning, drawing back the foot, and kicking the 
foot forward. Gradually, through these bits and pieces of behavior, 
one gradually builds up the kick-ball response. 

: In Pavlovian or “respondent” conditioning, according to 
Skinner, we simply increase the magnitude of the response elicited 
by the conditioned stimulus and shorten the time that elapses be- 
tween stimulus and response. 

In operant conditioning we “strengthen” an operant in 
the sense of making a response more probable or, in actual fact, 
more frequent. 

According to Skinner (1953): 

While we are awake, we act upon the environment constantly, and 
many of the consequences of our actions are reinforcing. Through 
operant conditioning the environment builds the basic repertoire 
with which we keep our balance, walk, play games, handle instru- 
ments and tools, talk, write, sail a boat, drive a car, or fly a plane. A 
change in the environment—a new car, a new friend, a new field of 
interest, a new location—may find us unprepared, but our be- 
havior usually adjusts quickly v responses and 
discard old. (p. 66) 


as we acquire nev 


From the operant conditioning point of view, as ex- 
pressed by Skinner, disturbance is conceptualized quite differently 
from the Pavlovian point of view. However, in actual fact, the pre- 
sentation offered by Skinner is very close to the experimental phe- 
nomenon of neuroses created and studied within the Pavlovian 
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laboratories. Pavlov's description posited a chronic deviation of the 
higher nervous activity, lasting weeks, months, and even years. Be- 
havior was a reflection of such nervous activity. Skinner on the 
other hand, sticks pretty closely to the behavior. He sees it as be- 
havior which is inconvenient or dangerous to the individual himself 
or to others (1953, p. 367). He sees disturbances as an emotional 
byproduct of control of various social agencies of control such as 
the religious, family, governmental, and legal agencies. This by- 
product has come about as the result of punishment. 


What is “wrong” with the individual who displays these by-products 
of punishment is easily stated. A particular personal history has 
produced an organism whose behavior is disadvantageous or 
dangerous. In what sense it is disadvantageous or dangerous must 
be specified in each case by noting the consequences both to the 
individual himself and to others. (1953, p. 372) 


From Skinner's point of view, the methods of treating 
these behaviors is replete with explanatory functions. He says that 
behavior itself has not been accepted as a subject matter in its own 
right, but rather as an indicator of something wrong somewhere 
else. He says that the terms "neurotic" and "neurosis" still carry the 
implication of a derangement of the nervous system, and are un- 
fortunate examples of an explanatory fiction. It has encouraged 
the belief in a single cause for multiple disorders and implies a 
uniformity which is not found in the data. It has encouraged the 
belief that treatment consists of removing inner causes of mental 
illness as the surgeon removes an inflamed appendix or as indi- 
gestible food is purged from the body. He says that: "It is not an 
inner cause of behavior but the behavior itself which—in the medi- 
cal analogy of catharsis—must be 'got out of the system’” (1958, p. 
373). 

He says that the traditional treatment consists of exorcis- 
ing the Devil and that the lesser demons of modern theory are 
anxieties, conflicts, repressed wishes, and repressed memories. The 
belief that certain kinds of “pent-up behavior cause trouble until 
the organism is able to get rid of them" is at least as old as the 
Greeks. 

In the alternative point of view which states the trouble 
as a by-product of punishment in which a particular personal his- 
tory has produced an organism whose behavior is disadvantageous 
or dangerous, one must look to the consequences of this behavior 
both to the individual and others in order to determine in what 
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sense the behavior is disadvantageous or dangerous. From this 
point of view, the problem of therapy is to supplement a personal 
iu in such a way that behavior no longer has these characteris- 
ics. 

. Skinner says that the community functions as a reinforc- 
ing environment in which certain kinds of behavior are reinforced 
and others are punished. The reason why certain behaviors are 
reinforced and others rebuked by a particular community is some- 
times difficult to analyze. However, it is possible that a given form 
of deviant behavior was aversive for good reasons under an earlier 
condition of the group. Foodstuffs, for instance, are generally 
selected by contingencies which follow from their physical and 
chemical properties. Foods that are unpalatable, inedible, or 
poisonous come to be left alone. A child who starts to eat such a 
food receives powerful aversive stimulation from the group. 


Good" and "bad" foods are eventually specified in ethical, religious 
through a change in climate or 


1 preparation and preser- 
afe, the classification may 


or governmental codes. When, 
living conditions, or through a change ir 
vation practices, a "bad" food becomes s 
nevertheless survive. 


Skinner claims that no matter how we ultimately explain 


the action of the group in extending the ethical classification of 
"right" and "wrong" to manners and customs, we are on solid 
ground in observing the contingencies by virtue of which the be- 
havior characteristic of a particular group is maintained. As each 
individual comes to conform to a standard pattern of conduct, he 
also comes to support that pattern by applying a similar classifica- 
tion to the behavior of others. Moreover, his own conforming be- 
havior contributes to the standard with which the behavior of oth- 
ers is compared. Once a custom, manner, or style has arisen, the 
Social system that observes it appears to be reasonably self- 
sustaining. 

The last few obse 


extension of Skinner's thinking. In 3 
the significance of the particular context of behavior. The environ- 


ment becomes a much more significant referent than it was under 
the Pavlovian conception of conditioning. In order to determine 
what behavior is maladapted one has to refer to the specific sur- 
rounding environment of the organism. Unlike the Pavlovian ideas 
of conditioning, that which is maladaptive is not referrable to the 
neurological functioning of the organism, but rather, is much more 
reliant upon the culture in which the specific behavior is occurring. 


rvations of this section have been an 
Skinner's conception we can see 
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The problem lies in particular behaviors which either do not pay off, 
in terms of cultural rewards, or which bring on punishing conse- 
quences in that particular microculture. The task is to change those 
behaviors or to provide other behaviors that will be “advantageous” 
to the individual and/or the group. Emitted behavior of the organ- 
ism acts upon the environment and is fed back consequences. The 
consequences, if positive, have a way of engaging behavior and in- 
creasing its probability of emission in the future. These repeated 
pairings create a behavior-environment exchange circuit that main- 
tains a certain behavior in a certain environment that then becomes 
characteristic of the individual emitting it. 


The Two Patterns of Conditioning 


Essentially, then, there are two basic patterns for making 
and unmaking behavior, and for explaining the problem of emo- 
uonal disturbance. Both are subsumed under the general concept 
of conditioned learning. From both points of view the disadvan- 
tageous behavior was acquired through learning, and new or modi- 
fied behaviors can be brought about by unlearning and relearning. 

Skinner has referred to Pavlovian conditioning as “re- 
spondent" conditioning. A previously neutral stimulus acquired 
the power to produce a response that was originally elicited by 
another stimulus. This change occurs when the neutral stimulus is 
followed or "reinforced" by the effective stimulus. Such reflexes 
are mainly concerned with the internal physiology of the organism. 

"Operant" conditioning, on the other hand, is interested 
in behaviors that have some effect upon the surrounding world. 
These behaviors that operate upon the surrounding world, Skin- 
ner believes, raise most of the practical problems of human affairs. 
The consequences of such behavior feeds back into the organism. 
When they do so, they may change the probability that the behavior 
that produced them will occur again. Skinner, therefore, as op- 
posed to Pavlov, is interested in consequences-producing behavior. 


Instrumental Learning 


Before moving on, we must mention another type of 
learning, instrumental learning, which is frequently included 
under the general heading of conditioning. This type of learning is 
seen as goal directed, and is instrumental in either producing a 
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reward or avoiding a punishment. The responses that are learned 
are related to a goal that is either actively sought, or actively 
avoided by the individual involved. 

, For instance, an individual in a certain specific situation 
is hungry and seeking to obtain food. There are a number of possi- 
ble responses that can lead to the obtaining of food in such a situa- 
tion. However, he happens to choose one response over the others, 
and it leads to food. Thereafter, whenever he finds himself in the 
same or a similar situation, he is much more likely to use that 
particular response which led to the food than all the other possible 
ones which could also obtain food for him. In this type of learning 
example, the act that precedes the reward is instrumental in the 
delivery of reward. 

'The same general principle is 
type of instrumental or goal-directed learning to avoid a particular 
goal or outcome. In the avoidance form of the same type of learn- 
ing, the individual is in a situation which leads to a particular out- 
come that is noxious. By responding to a signal that precedes the 
noxious stimulus, he can prevent the appearance of the noxious 
stimulus. For instance, in some of the laboratory experiments on 
avoidance training, the experimental subject learns to avoid a shock 
by jumping, by pressing a lever, or by turning à wheel, which pre- 
vents the shock from occurring. In the original experiment of this 
sort by Bekhterev (1933) withdrawal responses of hand or foot, in 
which the responding member rested on an electrode, would pre- 
vent the shock from occurring. Unlike the classical conditioning 
procedure, the individual has control over the appearance of the 
reinforcement. 

A variation of this, and one that has been widely used as 
à paradigm for neurotic response learning. is escape training or 
escape learning. In this type of learning, the individual. by accident 
or trial and error, discovers that when in a situation where à noxi- 
ous stimulus is delivered (say. a shock) this stimulus can be turned 
off by a particular response so that it does not increase in intensity 
and duration. 

In another variation of this, reward is withheld when a 
particular response occurs. That is, if the reward is food or candy, 
and the individual's response is reaching; with each reaching re- 
sponse the food is withheld, the individual may soon make a defi- 
nite withholding response antagonistic to reaching. E" 

Another type of instrumental learning Is involved in di- 
rect punishment. In avoidance learning, the punishment follows 
only if the to-be-learned response fails to occur. Also, in avoidance 


also involved in another 
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learning, the noxious stimulus, if it is administered at all, occurs 
before the response. In punishment learning, on the other hand, 
the noxious stimulus appears after the response has occurred. This 
is like a slap on the wrist after the hand is extended or reached out. 

Instrumental, or goal-directed, learning reintroduces 
certain inner dynamics of the organism, which Skinner has put 
aside in his particular theoretical construction of behavior. It intro- 
duces the phenomenon of purpose. The behavior of concern in 
disturbance thus becomes purposive behavior, behavior with a 
sought-after endpoint. However, instrumental learning, like oper- 
ant conditioning, can be studied and influenced without resorting 
to the neurology of the organism. It makes no assumptions about 
the neurological substrate. Furthermore, it is not dependent upon 
either the “reflex” concept, or the “conditioning” concept in ex- 
plaining and controlling the interactions between the organism and 
the environment. It claims that behavior is purposive and that the 
organism, in striving to achieve these individual, organismic pur- 
poses, learns that certain behavioral patterns, acting upon the envi- 
ronment, achieve these purposes for him. Thus, in his future en- 
counters with the environment, he will be more likely to resort to 
these particular behavioral patterns. 

. Ullman and Krasner (1965) say that the significance 
given to a certain behavior is dependent on the social context. 
Maladaptive behavior is that behavior which does not fit the expec- 
tations set up in the context, does not respond to all the stimuli 
actually present, and does not obtain typical or maximum forms of 
reinforcement available to the status of the behavior. 


Behavioral Therapy and Modification 


In some of his later work Pavlov emphasized the roles of 
the excitatory and inhibitory system in the problems of psychiatry. 
In modern American psychotherapy, Andrew Salter (1961) comes 
closest to the Pavlovian concepts. Salter contends that higher ner- 
vous activity, as manifested in the conditioned reflex, consists of a 
continual change of three fundamental processes—excitation, in- 
hibition, and disinhibition. 

Within Salter's paradigm, it is these reflexes, rather than 
the higher level abstractive processes of the human being, which 
make for trouble. The cognitive and abstractive processes are sub- 
servient to these more primitive mechanisms in man. Man is basi- 
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cally an emotional animal, like his animal ancestors. He does not act 
because of intellectual reasons, but attaches intellectual reasons to 
his actions. Reasoning follows emotional habit. Whether we like it 
or not, the brain case has been permeated by the viscera. “In the 
beginning was the gut, and the gut was law, and it is still so” (Salter, 


1961, p. 35). 
We run into trouble when the conditioned inhibitions 


gain ascendancy over our basic excitatory nature. The disturbed 
individual is an individual who “suffers from constipation of the 
emotions” (Salter, 1961, p. 47). 

Therefore, Salter works to free people from these con- 
emotions through a process of disin- 
hibition. He asks that inhibited people stop using their intelligence 
as the driver of their lives, and to start living their emotions, their 
basic excitatory nature. He stresses six techniques of conduct as a 
means of freeing people to act upon their excitatory nature: 


ditioned inhibitions of their 


our daily life. That is, strive for spontane- 


1. Stress feeling talk in y 
and emotions under all circum- 


ous expressions of feelings 
stances. 

9. Use facial talk. That is, emotions should be 
themselves in the face. 

3. Contradict and attack w 
pretending to agree an 
subterfuge to avoid disag 
differences strongly and spontaneously. 


tradict and attack. 
4. Use the word "I" as much as possible. Instead of politely exclud- 


ing oneself from engagements with other people, do not hesi- 
tate to use the pronoun “1.” I like this. I read this book. 


5. When in agreement with someone, express it with praise. Praise 
of self should also be volunteered wherever one feels justified. 


6. Be and act spontaneously. Live now. Use improvisations as 


much as possible. 


allowed to show 


hen differing with someone. Instead of 
d instead of using socially acceptable 
reeing with someone, express your 
Do not hesitate to con- 


cedures follow directly from Sal- 
f disturbance, personal malad- 


These six personal pro 


ter’s convictions. In his concept © 
justment is a result of malconditioning, and treatment consists of 
reconditioning. Since the individual’s problems are a result of his 
social experience, changing his techniques of social relations will 
change his personality. Not only is experience the best teacher, it 1s 
the only teacher. One cannot substitute symbolic or abstract under- 
standing of one’s behavior for direct experience and direct action. 
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Wolpe (Wolpe, 1958, Wolpe & Lazarus, 1966) has a 
more complex and theoretically elaborate translation of respon- 
dent conditioning as applied to emotional disturbance. Like Pavlov, 
he sees the phenomenon of emotional disturbance as neurotic be- 
havior. Neurouc behavior is any persistent habit of unadaptive be- 
havior acquired by learning in a physiological normal organism. He 
also incorporates many of the conclusions drawn from large sectors 
of the literature on experimental neurosis. He pictures the central 
constituent of neurotic behavior as anxiety. Anxiety is invariably 
present in the causal situation of maladaptation. In dealing with 
neurotic behavior one always has to deal with a central core of 
anxiety. In general, however, the salient feature of neurosis is the 
persistence of unadaptive behavior, its failure to extinguish as one 
might expect it to on the basis of the lack of positive reinforcement 
or the presence of negative reinforcement from the environment. 
Since most maladaptive behavior violates cultural taboos or cultural 
prescriptions, one should expect it to be extinguished by the feed- 
back it receives from the environment or through satiation. The 
fact that it does not is due to “drive-reduction.” That is, the be- 
haviors being exhibited are those which have occurred simultane- 
ously with the reduction of a basic drive in the person. The most 
salient drive in neurosis being anxiety, most of the confusing be- 
haviors observed in disturbance are ; ociated with the reduction 
of anxiety. If a situation produces anxiety, this anxiety is reduced 
by retreating from the situation. Any response or behavior on the 
part of the person occurring at that time will be reinforced by the 
reduction of anxiety. Hence, many behaviors that look maladaptive 
to the observer who sees the individual acting in ways completely 
inappropriate to the objective situation are behaviors associated 
with anxiety-reduction. Strange, ritualistic behaviors, self-defeating 
behaviors, etc. fall into this category of behaviors that are main- 
tained on this basis. 

One u 


this knowledge in therapy. If a response that 
reciprocally inhibits anxiety can be made to occur in the presence 
of anxiety-evoking stimuli it will weaken the bond between these 
stimuli and the anxiety. Wolpe calls this process “reciprocal inhibi- 
tion.” He attempts to reciprocally inhibit anxiety or fear by eliciting 
a response antagonistic to anxiety in a previously anxiety- 
provoking situation. In carrying out this principle, for instance, a 
child can be taught to inhibit his anxiety in a fear-provoking situa- 
tion in the classroom by practicing responses antagonistic to anx- 
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iety. Included in reciprocally inhibiting responses used by Wolpe 
are assertive responses, relaxation responses, pleasant responses, 
etc. 

A major technique of behavioral therapy developed by 
Wolpe is desensitization. The desensitization paradigm is based 
upon the classical study of Mary Cover Jones with Peter, in which 
she used hunger and food reinforcement to countercondition Pe- 
ter’s fear of the rabbit. As the reader will remember, she gradually 
reduced the fear associated with the white, furry rabbit by balanc- 
ing anxiety and hunger satisfaction. She placed the rabbit in the 
extreme periphery of the room and moved him closer only 
gradually at a rate which could be tolerated by Peter while he was 
being fed. Desensitization uses the same principle of “reciprocal 
inhibition.” Desensitization also conforms to one of the methods 
suggested by Guthrie (1938) for learning through associative inhi- 
bition. According to Guthrie, 
All learning involves associative inhibition. Acquiring a tendency to 
respond in any manner whatsoever to a situation must involve los- 
ing other conflicting tendencies already established. Breaking one 
habit always means establishing another. In many cases itis a mat- 
ter of indifference what the new habit shall be, just so that itis not a 


new annoyance. (p. 54) 


One of the three ways which he suggested to prevent a 
particular stimulus complex from eliciting a given response is the 
"method of inhibition." In this method the stimulus is introduced 
at such weak strengths that it will not cause the response, and then 
the intensity of the stimulus is gradually increased, always taking 
care that it is below the threshold of response. — — 

In Wolpe's method of Systematic Desensitization (W olpe 
& Lazarus, 1966) he first teaches his patient the art of progressive 
relaxation. Once this is learned, he constructs à hierarchy of anx- 
iety provoking situations. This, he feels, is the most difficult ind 
taxing procedure in the desensitization technique because it re- 
quires accurate recognition of the stimulus sources of anae 
anxiety response. An anxiety hierarchy isa graded list of one 
incorporating different degrees of a defined feature that ae è 
anxiety. The defined feature common to the listed stimuli is known 
as the theme of the hierarchy. Phobic themes are easy to 
recognize—fear of high places. of dogs, of death, etc. are examples. 
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Others are quite difficult to recognize, depending sometimes on a 
common internal response that disparate stimulus situations may 
evoke, such as a rejection hierarchy or a guilt hierarchy, etc. 

When these sources of “neurotic disturbance” are listed, 
the therapist classifies them into themes. Once the major themes 
are identified and the hierarchy constructed, desensitization be- 
gins. Relaxation is used first and the patient is then presented 
symbolically with situations that arouse anxiety. This presentation 
can either be under hypnosis or with the patient merely imagining 
himself in the stimulus situation. Scenes low on the hie rarchy, that 
is, those that produce lesser anxiety, are presented first. The 
stimulus hierarchy is then presented in an ascending order until 
the patient feels anxiety. The session is terminated at this point. 
Through a succession of sessions (as in the Mary Cover Jones ex- 
periment with Peter) the patient is deconditioned to anxiety. 

Wolpe and Lazarus (1966) report upon a number of 
other techniques used in behavioral therapy. These include: (1) 
methods involving concept control; (2) intensive neurotic response 
evocation, or “flooding”; (3) aversive conditioning and a major 
technique developed by Wolpe for problems in achieving sexual 
satisfaction, the use of sexual responses in a counter conditioning 
and positive reconditioning framework. 

Wolpe and Lazarus say that an explicit assumption of 
the behavior therapist is that human behavior is subject to causal 
determination no less than that of billiard balls or ocean currents. 
Consequently, the general attitude of the therapist to his patients is 
in accord with this deterministic outlook. He regards the patient as 
a joint product of his physical endowment and of the molding 
influence of the succession of environments through which he—an 
organism—has passed. Each environment, each exposure to stimu- 
lation, has modified the character of the organism to a greater or 
lesser extent. 

This attitude is transmitted to the patient and he is as- 
sured that the processes by which he developed the maladaptive 
behaviors which brought him to the specialist is a logical and known 
process of learning. The patient is given an understanding of the 
learning process and is told precisely how he is to modify his be- 
havior through this process. Within this frame of reference the 
patient is given the following kind of statements: 


1. You are not mentall 


y ill and there is no chance of your going 
insane. 
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2. All your reactions are explicable. 
3. There is no virtue in confronting your fears. 


. The responsibility for the patient's recovery is placed 
unequivocally in the therapists hands. If he does not improve 
under the regime set up for him, the fault lies with the therapist. 


Adjusting the Functional “Fit” 
Between Organism and Environment 


Both of these sets of ideas presented here with respect to 
therapy can be seen as direct descendents of the Pavlovian view of 
the nature of the problem with which they are dealing. They, like 
all of the other behavioral technologists addressing themselves to 
emotional disturbance, are concerned with individual adaptation to 
the environment. They are involved in perfecting ways of adjusting 
the functional "fit" between organism and environment. Two sepa- 
rate systems, organism and environment, in mutual dependence, 
are engaged in the major task of life—reciprocal adaptation. Gantt 
(1944b) stated the Pavlovian concept of the problem as follows: 


The neurosis was considered by Pavlov a disturbance of the balance 
between a system and its environment, whose equilibrium was pre- 
served through the mechanism of the conditional reflex; by virtue 
of its ability to change, this relation in a changing environment or a 


changing organism is preserved. (p. 8) 


The delicate interdependence between an organism in 
onment in flux is preserved through the condi- 
onal fit between organism and 
f balance the constant exchange 
ic mechanisms of 


flux and an envir 
tional reflex. Whether the functi 
environment is in balance or out o 
between them is channeled through these dynam 


exchange. 

Behavior, both innate and acquired, can be viewed by all 
of the various methods of behavioral intervention, as a major ful- 
crum upon which the exchanges between a fluctuating organism 
and a variable environment are balanced. From this point of view 
behavior is both a functional exchange channel and a product of 
the kind of interflow which is coming from the fluctuating envi- 
ronment and fluctuating organism. In talking about the variable 
environment we usually refer to its actions upon the organism that 
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release or trigger action potentials as “stimuli.” In a time sequence 
stimuli come prior to the reciprocal action of the organism when 
organism and environment are engaged in exchange. When the 
action of the environment follows after the action firing of the 
organism in the exchange, we usually talk about the released en- 
vironmental response as a consequence, reinforcement, reward, 
etc. When the environment is the releasor or excitor of a return 
action from the organism, we talk about a response on the part of 
the organism. When the initiation or provocation of the exchange 
comes from the organism we speak of “operants.” As in a tennis 
match or football game we use these different terms to distinguish 
who is serving and who is receiving. 

In a particular situational configuration of exchanges 
between organism and environment, the behavioral therapists have 
mapped out a number of ways of intervening in, effecting, and 
revising the exchange. Although behavior, within all of these 
methods, is seen as the sole property of, or expression of the 
human organism, it might also be looked upon as having property 
contributions from both the organism and the environment. In this 
way behavior becomes a shared system reflecting both environment 
and organism. When an individual outside this exchange system 
(the therapist) chooses to intervene he may be seen as modifying. 
extinguishing, substituting, or repressing particular patterns of ex- 
change between the fluctuating organism and the variable envi- 
ronment. 

The therapist, or intervention specialist, when operating 
within the behavioral model framework, must make his ad- 
justments at some point within the exchange channel. In addition 
to the two published systems presented so far for intervention into 
this exchange, numerous methods and ways of effecting the ex- 
change have been developed (Phillips & Wiener, 1966; Eysenck, 
1960; Rotter, 1954; Cameron & Magaret, 1951). 


Current and Future Trends 


As we look at the vast outpouring of literature on be- 
havioral therapy and behavior modification, it is difficult to realize 
that its first applications outside the experimental psychology labo- 
ratory are very recent, actually beginning in the late 1950s and 
carly 1960s. Initially the move was toward the laboratory-like set- 
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gs of meal Rasps re instintos and special 
) As e ples: Theodore Ayllon and Nathan Azrin used 
bnc poene — m posuer in Illinois, not pub- 
Filipezak wrote about vie ae t u (we E vue Lm ses 
i tas mem E be em dn the N ational Training School 
, A New earning Environment. 
— I apen of special education, behavior modification 
s pted with unbridled enthusiasm. Winters and Cox 
edited a book in 1972 entitled Behavior Modification Techniques for the 
Special Educator. This book discussed the use of behavioral tech- 
niques with the retarded, the brain-damaged, neurotic, and 
psychotic individuals, etc. 

. Two other books published specifically discussing be- 
havior modification techniques with the mentally retarded are 
Thompson and G rabowski’s Behavior Modification of the Mentally Re- 
tarded (1972) and Nesworth and Smith's Modifying Retarded Behavior 
(1973). James J. Gallagher, in Classroom Behavior Modification Tech- 
niques Applied to Educationally Deprived, Primary Children (1967), dida 
special study on classroom behavior and found the techniques suc- 
cessful in behavior management of educationally deprived children. 

In the last five to ten years behavior controllers have 
from the laboratory-like settings and 
special classrooms into the “real world"—public schools, half-way 
houses, private homes, and community mental health centers. In 
Kansas they have helped vitalize a large urban ghetto housing proj- 
ect named Juniper Gardens. The project. in the poorest section of 
Kansas City served as à testing ground for the ideas of Baer, Hall, 
Wolf and Risley. The association was mutually fruitful providing a 
better environment and services for the residents and several pack- 
as Wolfs teaching family model to help 
s for delinquent children and Hall's 
achers learn techniques (Fix- 
art, 1968; Hall, 1971; and 


continued their move away 


aged teaching models such 
communities set up home 
responsive-teaching model to help te 
en, Phillips & Wolf, 1973; Risley & H 
Baer, 1971). 

The behaviorist’s move into the larger world has given 
ons and programs aimed at the layman 
or nonpsychologist. Principally. the books and pamphlets have 
been written for two groups—teachers and parents. For example: 
New Tools for Changing Behavior (Deibert & Harmon, 1970); Modify- 
ing Children's Behavior (Valett, 1969); A Primer of Behavior Modifica- 
tion (Weinrich, 1970); Managing Behavior (Hall, 1971). 


rise to numerous publicati 
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agement: 


Many books are directed specifically at classroom man- 


Motivating Children (Vernon, 1972) 

Constructive Classroom Behavior (Sarason & Sarason, 1974) 
Behavioral Management in the Classroom (Morreau & 
Daley, 1972) 

Any Teacher Can... (Shipman & Foley, 1973) 


Managing Problem Behavior in the Classroom (Kress & 
Gropper, 1970) 


There have been a few books written for educators ex- 


plaining the use of behavior modification techniques for instruc- 
tional purposes, i.e., Instructional Applications of Behavior Principles 
(Gentile, Frazier, & Morris, 1973) and Behavioral Objectives (Plow- 
man, 1971). 


Basically these publications contain an explanation of 


behavior principles followed by more specific “how-to” and/or case 


studies. 


the same 


Some are directed toward parents: 


Helping Your Child to Learn: The Reinforcement Approach 
(Wittes & Radin, 1969) 

Parents Are Teachers (Becker, 1971) 

Parent Groups with a Focus on Precise Behavior Manage- 
ment (IMRID, 1970) 


Other titles of note published in the past few years with 
purpose are: 


Operant Conditioning Techniques for the Classroom Teacher 
(Ackerman, 1972) 


Behavior Modification in the Classroom (Fargo, Behrns, & 
Nolen, 1970) 

How to Use Contingency Contracting in the Classroom 
(Homme, et al., 1969) 

Operant Conditioning in the Classroom (Pitts, 1971) 
Behavior Modification: A Practical Guide for Teachers 
(Poteet, 1973) 

How to Make Johnny Want to Obey (Beltz, 1971) 

How Your Children Can Learn to Live a Rewarding Life 
(Bannatyne & Bannatyne, 1973) 
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Leland C. Swenson (1973) applied contingency man- 
agement principles to the college classroom. He developed a system 
of teaching based on the principles of the token economy. It was 
successful and it was suggested that this approach might allow both 
effective teaching and a flexible, creative educational environment. 

Gerald P. Patterson has developed his interest in the 
past few years in behavioral intervention procedures in the 
classroom and at home. His methods are based on a social learning 
approach which takes advantage of the fact that people learn most 
of their behavior from other people. Living With Children (Patterson 
& Gullian, 1968) was a primer for changing behavior for teachers 
and parents. The second volume, Families (Patterson, 1971), con- 
cerns itself with the details and the technology of how one changes 
one's own behavior and the behaviors of those living in the im- 


mediate social environment. 
Another current trend in the field is toward the de- 


velopment of greater self-control (Kanfer & Phillips, 1970). David 
Watson and Roland Tharp have written a practical book entitled 
Self-Directed Behavior: Self Modification for Personal Adjustment (1972). 
The purpose of the book is to teach readers to self-direct or self- 


modify their behavior. 

With the move of the behaviorist into the natural envi- 
ronment also comes an expanded view of therapy. The view of man 
is more flexible and encompasses the world around him and in- 
cludes his various relationships—e.g-, Sheldon Rose in Treating 
Children in Groups: A Behavioral Approach (1972). 

Recently, behavior modification is beginning to be ques- 
tioned through legal channels. i 

David B. Wexler (1973), Professor of Law at the Univer- 
sity of Arizona discussed the natural flow of legal concepts from the 
prisoner’s rights movement into the area of the rights of the in- 
stitutionalized mentally ill, more specifically the use of token 
economies with chronic psychotic mental patients. He notes the 
“remarkable turnabout in the willingness of courts to scrutinize 


living conditions in total institutions.” . 
From the sparse legal precedents there is a. definite 


trend and the emerging law bears rather directly on the rights of 
patients subjected to a token economy. Although work assignments 
in mental institutions often specify goals in therapeutic terms, cri- 
tics view the jobs as simple labor-saving devices which exploit the 
patients and even sometimes make hospital retention of particular 
patients almost indispensable to the functioning of the institution. 
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The Second Circuit in Jobson v. Henne (1966) made it clear that the 
law will not tolerate forced patient labor that is lacking therapeutic 
purpose. 

Ina 1972 decision, Wyatt v. Stickney, the court barred all 
involuntary patient labor involving hospital operation and mainte- 
nance, whether therapeutic or not, but permitted voluntary institu- 
tional work of either a therapeutic or a nontherapeutic nature, so 
long as the labor was compensated according to the federal 
minimum wage laws. The Judge further ordered that payment to 
patients for work shall not be applied to offset hospitalization costs. 
The only type of work exempt from minimum wage coverage is 
therapeutic work unrelated to hospital functioning. Patients may 
also be required to perform personal housekeeping tasks such as 
making their beds according to Wyatt. The Wyatt court specified 
that "privileges or release from the hospital shall not be con- 
ditioned upon the performance of labor involving hospital main- 
tainance." 

As the article discusses, if the law's general direction in 
the patient rights area proceeds uninterrupted, token economies 
may well become legally unavailable even if they are therapeutically 
superior to other approaches. 


If one examines current trends and developments, the 
future directions of the behaviorists seem to be: 
1. A move toward whole systems, i.e., whole schools as opposed to 
the present individual and specific classroom approach. 
In education—a move into high schools and college classes. 
In business—almost virgin territory. 


oo n2 


Greater interest in individual management of one's own be- 
havior, finding new ways for persons to practice self-control. 
The direction of new research is toward longitudinal and 


follow-up studies; side effects; and research on "normal be- 
havior." 


- There is a trend toward new multiple measurement on a wide 
range of interrelated behaviors rather than isolated change. 
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CHAPTER FOUR 


Psychoneurological 


Views 
and Approaches 


Introduction 


One of the major theoretical formulations explaining 
the origin and nature of behavior problems in children emerged 
from specialized study concerned with the behavioral consequences 
of brain dys unctions. This particular view of “abnormal” child 
behavior has been called by various names, including 
psychoneurological, neurosensory, sensory-neurological, and 
neuropsychological. 

ý The ps «choneurological view incorporates several 
points of view that are related, either by implication or by explicit 
formulation, to the functions of the central nervous system and to 
the behavioral correlates of those functions. Some of these views 
are typically more descriptive than e in nature, more 
addre f what 


xplanatory 
and how than of why. 


ssed to the questions © 


81 
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In part, these different orientations are accounted for 
by the diversity in goals and training of the professional group or 
groups involved. For example, physicians or medical researchers, 
and special educators, clearly have different responsibilities, which 
require the pursuit of very different types of information. 

The interface of these orientations and the general child 
view advanced by the psychoneurological position is that of a re- 
ceiver, processor, and responder to stimuli. The child is a complex 
organism occupying at any given point in time a stimulus field that 
includes a set of response demands. In addition, there are social 
expectations and task requirements, some more explicit than oth- 
ers. 

The child then is an actor-reactor or an organism with a 
very specialized capability for maintaining himself in that environ- 
ment. He is decoding complex stimulation while he is simultane- 
ously exerting his own particular influence on that environment. 
Thus, he is both a stimulus and a responder to that field. 

The psychoneurological view of children has been 
elaborated in terms of the adaptive capability vis-a-vis the central 
nervous system. The relative integrity of the receptor, integrator 
(including storage and retrieval), effector, and feedback apparatus 
of the organism is significantly correlated to the organism's adapt- 
ability to various environments. Maladaptation, then, is explained 
in psychoneurological terms, that is, psychological consequences of 
central nervous system dysfunction. 

No other prominent theoretical concept of deviation in 
child growth and development requires more interdisciplinary ef- 
fort than does the psychoneurological view. While many of the 
primary constructs are neurological, neurology is only one of many 
disciplines involved in the diagnosis, treatment, and research to 
generate new knowledge about these children (Rappaport, 1969, p. 
xvi). The various professional points of view brought into the case 
conference or into the research laboratory differ in terms of 
knowledge base, means for developing new knowledge, specialized 
language, and in terms of the questions of what, how, and why. All, 
however, have a common dilemma with reference to the question 
of who. The problems of defining and labeling the dysfunctional 
child have been significant ones for concerned professionals and 
continue to resist acceptable resolutions. 

The following discussion will present a number of di- 
lemmas which have arisen in attempts to accurately define and 
label these children. When viewed from a psychoneurological 
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perspective there are many proposals for both labeling and defin- 
ing children whose behavior is maladaptive. No one label or defini- 
tion is either accurate or inaccurate in a broad or generic sense, but 
rather has a relative fit to each particular orientation or philosophi- 
cal perspective. This is not to suggest that disagreement exists only 
between disciplines or professional groups; much of the con- 
troversy surrounding these issues has centered within disciplines as 
well. This attests to the relative status of theory and knowledge 
within as well as between the related science areas. 

; There have been several attempts at resolution by indi- 
viduals and by professional groups, each suggesting a label that 
might have more general interprofessional support. The National 
Society for Crippled Children and Adults, Inc., and the National 
Institute of Neurological Diseases and Blindness, part of the Na- 
tional Institutes of Health, cosponsored a task force appointed in 
1964 to study the issues of terminology and identification. This task 
force, composed primarily of physicians, adopted the term minimal 
brain dysfunction (Clements, 1966). The report of the task force 


included the following statement: 


A review of selected literature revealed a total of 38 terms used to 
describe or distinguish the conditions grouped as minimal brain 
dysfunction in the absence of findings severe enough to warrant 
inclusion in an established category, €-8-» cerebral palsies, mental 
subnormalities, sensory defects. 


Cruickshank (1966, pp. 10-18) convened a 
fessionals that addressed themselves to 
f this discussion came yet another term, 
ested by Gallagher (1966, p. 28). Rec- 
ognizing the inadequacy of a single term for all purposes, 
Cruickshank suggested that the term brain-injured be used until a 
more acceptable label could be adopted. As evidence of both the 
growing concern for these children and the changing perceptions 
reflected in the labels used, it may be noted that the 1962 edition of 
Cruickshank's Psychology of Exceptional Children and Youth contained 
no discussion of this disability group. A later revision (1971) ad- 
dressed the issue of the psychological characteristics of brain in- 
jured children, and the most current revision (1977) refers to these 
children as "learning disabled." 

Numerous other labels have been suggested but the 
problem is sufficiently complex that a single label will probably 


Similarly, 
group of distinguished pro 
the question of labels. Out o 
developmental imbalances, sugg 
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never suffice. Much of the concern for the appropriate label has 
more recently shifted from a focus upon technical accuracy to the 
social consequences of labeling. A thorough analysis of this issue is 
included in The Futures of Children (Hobbs, 1975). Wiederholt 
(1974) has also pointed out that current research and litigation in 
the field of mental retardation make labels and definitions ex- 
tremely unattractive. He notes further that labels and definitions 
should be, but currently are not, educationally relevant in pro- 
gramming instruction. 

Definition has been as problematic as labeling. If be- 
havioral difficulty is to be understood in terms of the integrity of 
the central nervous system, then the definition of children so im- 
paired should reflect this frame of reference. However, much con- 

'sy has centered on this issue. Theoreticians have questioned 
the ability to validly determine the precise nature of brain-behavior 
relationships. Certainly, the empirical upport for the existing pos- 
tulates, which will be reviewed in this chapter, does not bring con- 
sensus. 


The brain-injured child was defined by Strauss and 
Lehtinen (1947) as 


...achild who before, during or after birth has received an injury 
to or suffered an infection of the brain. As a result of such organic 
impairment, defects of the neuromotor system may be present or 
absent; however, such a child may show disturbances in perception, 
thinking and emotional behavior, either eparately or in combina- 
tion. These disturbances can be demonstrated by specific tests. 
These disturbances prevent or impede a normal learning process. 


(p. 4) 


Based upon research conducted with mentally retarded 
children and the clinical differentiation between exogenous and 
endogenous groups, Strauss and Lehtinen indicated that a child 
could be diagnosed as brain-injured on the basis of behavioral 
characteristics even when biological signs were negative. 

Much of the discussion has centered on the question of 
whether children diagnosed as brain-injured, based on behavioral 
criteria, do, in fact, have an injured or defective brain. Dunn (1967, 
p. 121) argued that the unfortunate equation of the "Strauss Syn- 
drome" child (Stevens and Birch, 1957) with a neurologically im- 
aired child has generated controversy that does not take into ac- 
count the precise Strauss conceptions as communicated in his work 
with Lehtinen. 
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A distinction between the fact of brain damage and the 
concept, “brain-damaged child” (Birch, 1964, pp. 3-5; Reger, 1969), 
the latter being a label for the child with a behavioral syndrome 
associated with brain damage without physical verification of or- 
ganic etiology, is one way of sorting definitions. That is, some pro- 
fessionals focus their definitions on the behavioral incompetence of 
the child while others are more concerned with the accuracy of the 
etiological implications. 

Birch (1964) stated, 


It is essential that we recognize that the disturbed behavior seen in 
the clinic is not "due to” brain damage as such . . . we see individuals 
with damage to the nervous system which may have resulted in 
some primary disorganization, who have developed patterns of be- 
havior in the course of atypical relations with the developmental 
environment, including its interpersonal, objective, and social fea- 
tures. The behavioral disturbances of children who come to our 
notice are developmental products and not merely manifestations 
of a damaged portion of the brain. (pp. 8-9) 


This focus on the interaction over time between the 
adaptive incapacity of the child and the environments to which 
adaptation is required characterizes several basic definitions in the 
literature (Rappaport, 1966; Gallagher, 1966). . 

One of the most prominent definitions associated with 
the problem of brain injury in the education and psychology litera- 
ture focuses on the disability in learning. The specific relationship 
between learning disability and injury to the brain has occasioned 
much debate. To some writers it has become less important to 
speculate on the relationship between the two; rather, they have 
argued that etiology is important only to the extent that it aids in 


the development. of corrective procedures. 
In 1962, Kirk and Bateman stated: 


A learning. disability refers to a retardation, disorder, or delayed 
development in one or more of the processes of speech, language. 
reading, writing. arithmetic, or other school subjects resulting from 
a psychological handicap caused by a possible cerebral dysfunction 
and/or emotional or behavioral disturbances. It is not the result of 
mental retardation, sensory deprivation, or cultural or instruc- 
tional factors. (p. 73) 

Bateman (1964) later defined the problem more specifi- 
cally in terms of language dysfunction without specifying probable 
cause. 
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Several professionals have been more concerned with 
the neurological substrate of the problem, which locates the defi- 
nitional bias in the integrity of the CNS. From a scientific point of 
view, this approach cites neurology as the source of important 
knowledge. From a social point of view, the label communicates 
deficit inside the child, which has implications for responses re- 
ceived from parents and teachers. 

Cruickshank (1966) has suggested that any definition of 
brain-injured children should recognize etiology, include the con- 
cept of developmental imbalances, focus attention on the impor- 
tance of the child’s development of self, and indicate the necessity 
of interdisciplinary programming (pp. 17-18). He defines brain- 
injured children as: 


(a) those with a definite diagnosis of a specific or diffuse neurologi- 
cal injury and who are also characterized by a series of significant 
psychological problems; (b) those with no positive diagnosis of neu- 
rological injury (although such may be suspected by the 
neurologist), but whose psychological and behavioral characteris- 
tics are identical with those children for whom a diagnosis can be 
definite; or (c) some children in specific clinical groups such as 
cerebral palsy, epilepsy, aphasia, mental retardation, cultural dep- 
rivation, emotional disturbance, and others whose members show 
the common psychological characteristics of brain injury and where 
it is either definitely known or logically suspected that some neuro- 


logical deficit is present. ... These children may be of any in- 
tellectual level whatsoever. ... The problem is almost always com- 
plicated by an emotional overlay in the child.... The issue is a 


complicated one with many dimensions—physical, intellectual, and 
emotional. (Cruickshank, 19672, p. 29) 


There are two general topics that need to be examined 
with reference to the current status of neurosensory theory: the 


history of the area, and normal child growth and development 
from a neurosensory point of view. 


History 


The history of the development of the neurosensory 
area is a complex blend of professional thinking, personalities, em- 
pirical data, and clinical practices. As with the development of 
other major theories, zeitgeist considerations have been important. 
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The social as well as professional contexts of work have either 
facilitated or inhibited the development of knowledge. The exis- 
tence of resources, the sanction to examine certain phenomena in 
certain ways, the availability of technical procedures and in- 
strumentation, and public values of inquiry are examples of such 
influences. 

One of the primary landmarks in the development of 
neurosensory theory and methodology, as described by Hewett 
(1968), is the work of Itard early in the nineteenth century. Victor, 
"the wild boy of Aveyron," was approximately eleven years old 
when he was found living in a forest near the Province of Aveyron 
in France. Itard worked for five years with Victor, at that time 
considered an incurable idiot, utilizing exercises designed to help 
him discriminate differences in taste, touch, vision, sound, and 
temperature. While much of the training was successful, particu- 
larly as judged by the knowledge of behavioral change methodol- 
ogy at that time, Itard was not successful in "humanizing" Victor. 
Victor did not learn to talk and to appropriately accommodate 
himself to society. The failure to teach adaptive social behavior was 
a minor one, however, when viewed in terms of Itard's successes. 
He exerted considerable influence on the thinking of those who 
would follow, including Seguin, one of his students. In fact, some 
of the sensory training methodology Itard developed is still used 
with exceptional children. 

Seguin (Talbot, 1964) continued to develop sensory- 
motor training and influenced Montessori's (1965) important "sci- 
entific approach to pedagogy." Montessori further refined and 
created procedures and materials for training visual, auditory, tac- 
tile, and olfactorv sensitivity. 

The work of Goldstein and Sheerer (1941) with traumat- 
ically brain-injured soldiers provided a significant thrust in the 
concern with brain functions and behavioral correlates. Based on 
their clinical experience and observation, they suggested one be- 
havioral taxonomy for brain-injured adults, which included cata- 
strophic reaction, rigidity, distractibility, and concrete thinking. In 
terms of their contributions to the theory of brain functions, Gold- 
stein and Sheerer, along with Head (1926), helped shift thinking to 
à broader concept of generalized brain damage—in contradiction 
to the theory of specific localization of psychological functions in 
the brain. 


The theory of loc 
result of the discovery by Broca (1861), 


alized function had developed as a 
a French anatomist at the 
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Academy in Paris, that a lesion on the third frontal gyrus destroyed 
the expressive phase of speech. This theory was furthered by the 
plethora of research activity on brain functions and their be- 
havioral correlates that followed. The brain was viewed as sec- 
tioned into discrete physical units, each having specific capabilities. 

Critchley (1953) noted the fallacy of confusing sign- 
producing lesions with localization of function, and suggested 
specialization of function as a more accurate term. 

Other very basic work in the area of brain injury at- 
tempted to understand more about the value of neurological ex- 
planations of deviance. Utilizing the psychoneurological model, 
this work sought to develop a science to understand and modify 
abnormal behavior. 

Much of the impetus to the study of brain-injured chil- 
dren came from the work of Heinz Werner and Alfred Strauss at 
the Wayne County Training School, Northville, Michigan. Their 
research with retarded children resulted in a delineation of pat- 
terns of learning and behavior that had considerable effect on re- 
search in the field of mental retardation. Their endogenous- 
exogenous typology has been widely used. The exogenous or 
brain-injured child, estimated by Strauss and Lehtinen in 1947 to 
constitute 15 to 20 percent of the mentally retarded population, 
can be differentiated from the endogenous group when the broad 
characteristics of perception, thinking, and behavior are compared. 

In the perceptual area, exogenous children were found 
to be less systematic and to reproduce designs characterized by 
more discontinuity and incoherence in the patterns (Werner & 
Strauss, 1939). This difficulty was accounted for by specific deficits 
such as a disturbed visuomotor perception (Strauss & Lehtinen, 
1947), problems in figure-ground relationships (Werner & 
Strauss, 1941), and perseveration (Werner, 1946). 

In the area of thinking, the exogenous children per- 
formed differently on certain conceptual tasks. In object group- 
ings, for example, the exogenous child made typical or uncommon 
associations on the basis of unessential detail (Strauss & Werner, 
1942). 

The behavior of the exogenous children also distin- 
guished them from other retarded children. Based on observer 
ratings these children were differentiated in terms of being erratic, 
uncoordinated, uncontrolled, uninhibited and socially unaccept- 
able (Strauss & Kephart, 1940). In general, they were found to be 
more hyperactive, disinhibited, and perseverative, characteristics 
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that have both behavioral and perceptual implications. Strauss and 
Lehtinen (1947, pp. 34-35) also noted “catastrophic reactions”: 
exaggerated emotional reactions to tasks or situations that the child 
experienced as insoluble or inordinately unpleasant. 

Lewis, Strauss, and Lehtinen pointed out that the per- 
ceptually disturbed child may receive distorted images resulting in 
endless perceptual errors or misconceptions of reality (1960, p. 17). 
This applies to social as well as sensory perceptions. They also 
indicated that, “the brain-injured child's physiologically based be- 
havior anomalies may result in emotional disturbance inasmuch as 
they increase his environmental difficulties and influence the at- 
titude of others toward him” (p. 62). 

In 1955, Strauss and Kephart wrote the second volume 
of Psychopathology and Education of the Brain-Injured Child, which 
included significant expansion of the clinical syndrome of 
exogeneity to include brain-injured children who are not mentally 
defective. An excellent critique of the work of Strauss and Werner 
and their colleagues is provided by Sarason (1959). 

In studying the psychopathology of the brain-injured 
child who was not mentally retarded, Cruickshank initially ex- 
plored the applicability of the behavioral taxonomy derived from 
the Werner and Strauss work with exogenous children. His re- 
search and the rescarch of his students on idiopathic epileptic chil- 
dren (Shaw, 1955; Shaw & Crui -kshank, 1956) and cerebral palsied 
children (Cruickshank, Bice & Wallen, 1 ; Cruickshank, Bice, 
Wallen & Lynch, 1965; Dolphin & Cruickshank, 1951a; Dolphin & 
Cruickshank, 1951b; Dolphin & Cruickshank, 1952; Qualtere, 
1957) led him to further develop the concepts of psychopathology 
of brain-injured children without measurable intellectual deficits 
and to translate these concepts into educational methodology 
(Cruickshank, Bentzen, Ratzeburg, & Tannhauser, 1961; 
Cruickshank, 19672). F 

Rappaport (1961; 1964; 1965; 1966; 1969) and his col- 
leagues have made significant contributions to the development of 
understanding the child with brain dysfunction from an ego 
psychological point of view. He has provided a conceptual model 
for understanding the basis of disabilities in these children, that 
includes the proprioceptual, preceptual, perceptual, and cognitive 
levels of functioning. Rappaport (1961) pointed out that: 


t due solely to damaged brain 


behavior disturbance (1)... is no sol : 3 am 
ssarily irreversible; (2) but it is 


tissue per se and therefore is not nece: 
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due to a considerable degree to the disturbance which that damage 
causes in the epigenesis of the ego; (3) the deviant ego maturation 
fosters a disturbed parent-child relationship that in turn inhibits 
proper ego development; and (4) the disturbance both in ego de- 
velopment and in the parent-child relationship can be alleviated by 
psychotherapy and adjunctive therapies. (p. 425) 


This view of the brain-injured child in terms of his ego 
struggle for adaptive capacity, even when the child's neurologic 
adaptational equipment does not function in the service of that 
struggle, added new dynamic life to neurophysiological constructs. 

Eisenberg's (1957, 1964) contributions to understanding 
the psychiatric implications of brain damage in children have been 
of major importance. He views brain injury as 


a psychological disorder affecting the child on three levels, namely: 
(1) on the level of quantitative and qualitative alterations in brain 
function produced by damage to its structures, (2) on the level of 
behavior influenced by the reorganization of the previous person- 
ality of the patient in the face of his functional deficit, and (3) on 
the level of the social environment which has a profound influence 
on the patient's performance and, under certain conditions, might 
be considered the decisive influence. (Adamson, 1966, p. 276) 


The studies out of Bellevue Hospital in New York City 
have made substantial contributions to the development of theory 
and clinical procedures. Schilder (1950, 1964), Bender (1949, 
1956, 1961; Bender & Silver, 1948) and others have developed the 
position that specific lesions have both negative psychological and 
motor consequences. 

Body image is a crucial issue in both the psychological 
and motor characteristics of the child. Psychological problems arise 
in the "organically sick" child, according to Bender (1949), because 
(1) motor disorders cause prolonged dependency on the mother; 
(2) perceptual or intellectual problems lead to frustrations, misin- 
terpretations of reality, and bizarre behavior patterns in efforts to 
make contact with the world; (3) disturbed patterning of impulses 
leads to distortion in action patterns with compulsive features; and 
(4) anxiety due to physiologic disorganization and frustration is 
central to the problem. The recommended method of treatment is 
prolonged mothering, avoidance of isolation, and specific aids for 
motor, perceptual, and interpersonal disabilities. A strong drive for 
normality in development and independence is present in these 
children as in normal children. 
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Another major stream of influence has been the work of 
those researchers concerned with the location of brain lesions in 
adults through the use of psycholinguistic diagnostic tests. Halstead 
(1947), Luria (1961), and Reitan (1959, 1962) have made substan- 
tial contributions in this area. 

The broad area of psycholinguistic abilities in children 
has been conceptualized, and assessment procedures developed by 
another group of scholars interested more in the specific abilities 
than in their neurological substrate. The focus here has been on 
the utility of the data for suggesting remedial or habilitative proce- 
dures. The outstanding example here is the work of Kirk and 
McCarthy and their associates who developed and refined the Z- 
linois Test of Psycholinguistic Abilities for children (Kirk, McCarthy, & 
Kirk, 1968; McCarthy & Kirk, 1961). 

Frostig (1966; Frostig & Horne, 1964; Frostig, Lefever, 
& Whittlesey, 1961) and others have made major contributions in 
understanding the visual perceptual implications of brain injury in 
children. Her developmental test of visual perception includes the 
following areas: (1) eye-motor coordination, (2) constancy of form, 
(3) figure-ground relationships, (4) position in space, and (5) spatial 
relationships. 

Getman (1962, 1964; Getman & Hendrickson, 1966; 
Getman & Kane, 1964; Lewis, 1961) and others from the field of 
optometry have aided the clinician and the researcher in under- 
visuomotor complex with reference to the 
problems of these children. 
occupied a prominent 


standing vision and the 
visual-perceptual and visuomotor 

Reading, a complex process, has 
place in the development of psychoneurological theory. Money 
(1962, 1966), Critchely (1964), Thompson (1966), and others have 
made major contributions to thinking about dyslexia, an inability to 
read due to cerebral dysfunction. The work of Orton (1937) on 
cerebral dominance as a basic issue in learning difficulties is worth 
noting. Adequate lateralization was considered essential to the or- 
ganism’s proper adjustment to visual stimuli such as in reading. 
Reversals, for example, indicated mixed or incomplete dominance. 

Fernald’s (1943) multisensory approach to learning con- 
stitutes another important chapter in the history of this area. Her 
use of the kinesthetic sense, in having the child trace a word with 
his finger while looking at and saying the word aloud, has become a 
familiar procedure to many pedagogists. 

The technical, professional, political, personal, and so- 
cial streams of influence have been and continue to be numerous in 
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the development of thinking in this area. It should be clear from 
the discussion that the history is not a simple linear series of events 
and that what is "known" and believed is not limited to the outputs 
of laboratories. 


Growth and Development: 
A Psychoneurological Frame of Reference 


The psychoncurological perspective postulates the ori- 
gin and development of behavior in terms of variables primarily 
internal to the organism. When behavior is inappropriate or unex- 
pected, itis not “unlawful,” but rather a consequence of damage or 
injury to the central nervous system. This constitutes the basis upon 
which disorder and disability is understood and provides a frame 
of reference for explaining aberrations in the expected sequence of 
psychobiological events in childhood. 

There are a variety of ways in which to approach normal 
growth and development from a psychoneurological point of view. 
These variations in perspective account, in part, for the varying 
conclusions regarding appropriate labels and definitions of ab- 
normal behavior and learning patterns in children. Some of the 
areas of research that have contributed to the development. of 
psychoneurological theory include: motor development (Kephart, 
1960); a behaviorally oriented frame of reference and model of the 
human organism as developing competencies in the processing of 
information (Gallagher, 1966); technical issues of neural develop- 
ment in biophysical terms (Luria, 1966; Eisenberg, 1960, 1964); 
intellectual development (Piaget, 1952a, 1959b; Piaget & Inhelder, 
1969); and neuropsychological dimensions (Reitan, 1959, 1966; 
Reitan & Heineman, 1968; Pribram, 1964). 

The following description relies most heavily on the 
work of Rappaport and his colleagues (1964, 1965, 1966, 1969), 
who employ ego psychological constructs in accounting for the 
dynamic consequences of organicity. His conceptual model pro- 
poses a view of the organism as a dynamic psychobiological entity 
and includes specific analysis of the systems through which learn- 
ing takes place. While this model is described by Rappaport specifi- 
cally with educators in mind, the conceptual and empirical support 
for his work is extensively developed in technical, mathematical, 
and neurophysiological areas (Rosenblith & Allensmith, 1962; Pen- 
field & Roberts, 1959). 


—— — e — 4 
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Rappaport (1969) states that: 


In the normal child, the primary guarantees of his adaptation are 
built in at conception. Just as genetic coding tells certain cells to 
become differentiated into specific tissues and organs, it tells those 
organs what their functions should be. It also indicates the means 
by which those functions will become practiced, refined, and or- 
ganized to prepare the organism for what will be demanded of it 
through successive stages of development. Actually the exploratory 
practice, refinement, and organization of the various basic 
functions begins during intrauterine development, to ready the 
fetus to cope with its emergence into its new, extrauterine envi- 
ronment. Similarly, after birth the child goes through a series of 
developmental stages in preparation for the increasing demands 
for self-sufficiency that life will make upon him. During both the 
intrauterine and extrauterine development of the organism, what 
is being practiced, refined, and organized are the basic tools by 
which the child's ego is fashioned. (p. 37) 


The child with an intact central nervous system has the 


capacity to develop an adequate ego. Primary skills of the ego in- 
clude motility, perception, concept formation, and language. The 
development of these basic skills provides the condition for de- 
veloping higher ego skills, which include awareness of others, im- 
pulse control, frustration tolerance, or the ability to mediate be- 
tween biological drives and environmental demands (Rappaport, 
1969, p. 38). 

The infant has to learn how to act volitionally, how to 


master his own gross motor responses. Getman (1965, p. 74) has 
sarn to act, and when they 


pointed out that "children must first le 
have achieved magnitudes of skill in these actions, they will act to 
learn." 'The infant must explore and practice his own movement 
until he succeeds in obtaining some control and satisfaction. 
Cortical inhibition, made possible by further neural 
maturation, provides the child with increasing ability to act upon 
his motor discharges and to volitionally practice those actions. The 
mastery of one's own body in a specific cultural context is the basis 
for the child's development of self-esteem. As Rappaport (1969) 


States: 
The first few years of life—during which the child learns such skills 


as walking, talking. feeding himself, and being toilet trained— 
provide him with literally hundreds of opportuniues à day for 
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being pleased with himself, for the budding of positive identity that 
later will bloom into the conviction "I am one who can." (p. 38) 


The demands of the culture are mediated by significant 
others in the environment. Initially, the mother expects the infant 
to nurse, to cuddle, and to respond with contentment or joy when 
obvious biological needs are satisfied. These responses, in turn, 
help to satisfy her need and wish to be a good mother. An “all's 
well" signal exchange is crucial for both mother and infant and will 
continue to provide the basis for new growth as expectations 
change and new developmental levels are obtained. 

Because the brain is the primary organ of adaptation, 
many children with brain dysfunction do not experience this con- 
tinuity of development (Rappaport, 1969). The improper de- 
velopment of the primary ego skills militates against higher order 
ego skill development. The sense of mastery is supplanted by mys- 
tery and frustration. The absence of success gives rise to the convic- 
tion of "I am one who cannot," and, inevitably, to negative concepts 
of self. 

These children's sense of safety in the world and their 
development of trust in the dependability of that world are pre- 
vented. They have no sense of reliance on their own physical struc- 
ture and its functions, and their patterns of acting preclude elicit- 
ing the approving support of the environment. When a skill is 
gained, for example, it may be practiced in exaggerated pace and 
intensity, which exceeds the tolerance threshold of the environ- 
ment and thus robs the child of external gratification. 


Psychopathology 


This section, concerning psychopathological characteris- 
tics of learning disabled children, includes the following major top- 
ics: inadequate impulse control, disturbances in perception and 
movement, in conceptualization and abstract thinking, of body 
image and self-concept, and in socioemotional adjustment. 


Inadequate Impulse Control 


Inadequate impulse control is used here to indicate the 
organism's relative inability to respond appropriately to stimuli. 
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The locus of control is in the stimuli and not in the cognitive ability 
of the responding organism. 

The relative freedom of response existing within the 
child is variable and may be viewed as a function of the integrity of 
the mechanisms of the central nervous system. Efficiency of re- 
sponse, management of stimuli, or impulse control could then be 
viewed as a grouping of several characteristic phenomena, such as 
distractibility and hyperactivity, often considered separately in 
other behavioral taxonomies. 

Attention is a complex psychological adjustment that has 
two dimensions. Eisenberg (1964, p. 65) has defined attention in 
terms of enhancing responsiveness to a limited field, on the one 
hand, and inhibiting responses to the numerous environmental 
stimuli, on the other. The structure of the central nervous system 
allows simultaneous attending and unattending, selectively focus- 
ing attention on certain stimuli and not responding to others. 

In a typically active classroom situation, Leib kg 
tractible children do respond to “noise” or nonrelevant stimuli in 
the environment. A variety of nonrelevant auditory and visual 
stimuli may prevent the child from being able to attend to a specific 


assigned task. 1961), Haring and Phillips (1972) 
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children. The brain-injured child, however, responds to behavioral 
rule-oriented social situations with either hypoactivity, perhaps an 
overcompensation for an inability to control his behavior, or 
hyperactivity. Hyperactivity was found in this study to correlate 
with brain injury only in highly structured situations. 

Kahn and Cohn (1934) described this phenomenon as 
“organic driveness,” a result of what they called “surplus inner 
impulsions.” Eisenberg (1964, p. 64) suggested lack of inhibition as 
a more parsimonious hypothesis than excess drive. 

Eisenberg (1964, p. 67) has also pointed out that the 
hyperkinetic syndromes are likely to diminish by childhood and 
almost disappear entirely by adolescence, which presumably re- 
flects an increased capacity for inhibition normally associated with 
maturation (1964, p. 74). He further noted the need for research to 
differentiate between overactivity derived from patterns of neural 
dysfunction in the child, and behavior that is socially inappropriate 
in certain settings but not the result of organic defect in the child. If 
the types of environments that tend to result in nonhyperkinetic 
functioning could be studied, information may be developed on 
how to modify environments to reduce hyperkinetic behavioral 
disturbances (pp. 74-75). 

Figure-ground pathology. A phenomenon that has similar functional 
components and has been described extensively in the literature as 
a characteristic of brain-injured children is figure-ground pathol- 
ogy. This may be expressed as any one or a combination of the 
following: 1) a confusion of the figure and background, 2) an in- 
ability to differentiate the two, and 3) a reversal of figure and 
background. This disturbance has been demonstrated with cere- 
bral palsied children in the visual and tactual modalities (Dolphin & 
Cruickshank, 1951a; Dolphin & Cruickshank, 1952; Cruickshank, 
Bice & Wallen, 1957; Cruickshank, Bice, Wallen, & Lynch, 1965). 

Birch and Lefford (1964), studying visual differentia- 
tion, intersensory integration, and voluntary motor control, ob- 
tained results indicating that the ability to separate figure from 
background is of a developmental nature. 

Several studies have indicated the difficulty brain- 
injured children have in tasks that require them to identify figures 
from a complex background (Cobrinik, 1959; Teuber & Weinstein, 
1956). In a study of two groups of mentally retarded children, one 
diagnosed as brain-damaged and the other as familial, Vegas and 
Frye (1963) found that the organic group made fewer total re- 
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sponses but named significantly more objects hidden in the back- 
ground than the familial group. 

Dissociation. Another variation of the stimulus management issue is 
what Cruickshank (19672, Cruickshank et al. 1961) has called dis- 
sociation, the inability to conceptualize a gestalt. 

A word, a sentence, and a picture are examples of 
stimuli that have meaning as a unity, meaning that does not exist in 
the component parts. The organism must, therefore, adjust to the 
pattern if it is to obtain the relevant information or intended mean- 
ing. If the organism “gets caught” on the parts and cannot see the 
existing configuration, the adjustment will not be appropriate. 
Perseveralion. Perseveration, included under inadequate impulse 
control by Rappaport (1964), and Cruickshank and Paul (1971), is 
observed aspect of the psychopathology of 
n. Hirt (1964, p. 46) has defined it as an “idea, 
is continuously repeated... until a 


another frequently 

brain-injured childre 
either spoken or written, which : 
child can free himself from it and move on to another idea." He 
pointed out that, when it occurs, perseveration interferes with “all 
basic thought processes.” In a discussion of the control of motor 
responses in relation to the development of cognitive structures, 
Gardner (1966, p. 148) has stated, “like the controls of attention m 
the capacity to inhibit irrelevant motoric responses is sn iapartant 
aspect of cognitive control in learning and remembering tasks. 


Disturbances in Perception and Movement 


Considerable data exist that demonstrate 
hildren often exhibit inadequate visual- 
berg, 1952; Frostig, Lefever, & Whittle- 
is a complex phenomenon that rep- 
f the organism's adaptation. Unlike 
sight, which is the limited function of recognizing light, its con- 
trasts and patterns, vision involves the interpretation of thaj light 
in relation to the total organism's present and past experiences. 

Getman and Hendrickson (1966, PP- 53-83) have pointed 
out that the purpose of the visual system is one of guidance i 
monitoring. Many writings describe the primary sa aces $i 
sion in providing information about the space occupie | ya ) cu 
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Held, 1959; Riesen, 1947; Smith & Smith, 1962). 


Visual-motor disturbances. 

that. learning disabled c 
motor performance (Bensl 
sey, 1961). Visual perception 
resents the visual dimension 0 
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Frostig, Lefever, and Whittlesey (1961) included eye- 
hand coordination in their investigation of visual perception in 
children. Although the perception of form was the central area of 
concern in their design of a developmental test of visual percep- 
tion, eye-hand coordination was included as a result of the follow- 
ing considerations: 


1) Perception is never divorced from motor activity; 2) minute eye 
movements are a precondition of form perception (Hebb, 1949); 3) 
perception proper develops out of the sensory-motor behavior of 
the infant and in small children depends to a great degree on 
exploratory movements; 4) while perception “originates” in motor 
behavior, it is also followed by motor events. The pupil dilates and 
contracts with light perception; grasping with the hand follows 
grasping with the eye. (Gessell, 1941) 


The human organism is so designed that movement is 
necessary for obtaining information, It is only as the genetically 
blueprinted integration and balance of perceptual and motor sys- 
tems is realized that the organism's adaptive potential is realized. 
For sensory data to continue to be received, movement must be 
involved. In the absence of movement, the organism accommo- 
dates itself to the environment and new data are not received. 

The inability to translate visual experience into an ap- 
propriate motor event, to mediate a satisfying (to the child and his 
environment) response to usual stimuli, constitutes one of the 
major issues in the psychopathology of brain-injured children. The 
diagnostic problem is complex, and judgments based solely on the 
product performance of the child grossly oversimplify the re- 
quirements of the task of Psychodiagnosis. The child may or may 
not possess accurate visual information; if not, the process is im- 
paired before coordination is initiated. If the motor system is not 
intact, then the quality of its attachment to the visual system is 
difficult to assess. To complicate the issue even further, the input, 
integrating, and performance systems are not functionally auton- 
omous, and an assessment based on this assumption could be mis- 
leading (Rappaport, 1969). The close relationship between the 
characteristics of visual-motor disturbance and distractibility, de- 
pending on the test being used or the circumstances under which 
the observation is made, also poses additional questions for the 


Auditory Disturbances. The auditory mode is another crucial dimen- 
sion of perception that must be intact in order to support adequate 
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adjustment of the developing organism. The organism must learn 
the culture’s codes for sounds, since a basic part of socialization is 
the accurate decoding of the “messages” transmitted in those 
sounds and the efficient social adaptation to those messages. This 
is, however, only one side of the process. Adaptation requires that 
the organism acquire encoding competence, an ability to generate a 
response, including a sonic response, that matches the code re- 
ceived. This capability is part of the normal genetic design of the 
organism. 
The response ability of the organism in relation to the 
auditory dimension of perception is predicated on its precise inte- 
gration with the motor system. This constitutes another important 
part of the organism's genetically blueprinted potential for unity. 
Auditory disturbances are difficult to separate from dis- 
turbances in the area of language, and both are often discussed 
with reference to the broader area of communication disorders 
(Zigmond & Cicci, 1968). 
Strong (1964) an 
that auditory processing proble f 
ferentiating normal from poor learners. Sebatino (1969a, 1969b) 
has pointed out that neurologically handicapped children may not 
be identified if the auditory modality is not included in the evalua- 


tion. 


d Boshes and Mykelbust (1964) found 
ms were very significant in dif- 


The issues, discussed in relation to visual-motor distur- 
bances, concerning ability to attend to relevant stimuli and repress 
response to irrelevant stimuli, to concentrate, to incorporate the 
temporal flow of stimuli, to “get the message” or gestalt without 
getting caught on a single stimulus or aspect of the message, have 
also been used in the analysis of the auditory mode. 

There are other basic questions involved in auditory 
perception in the presence of an intact end organ. Deutsch (1964), 
for example, has pointed out that children from homes that are 
noisy, but offer little experience with meaningful verbal interac- 
tion, may experience difficulty in discrimination. Eisenberg (1960) 
has stated: "It is not a question of heredity or experience, physiol- 
ogy or culture, but how much of the observed variance in specific 
behaviors is ascribable to each and how much to their interaction 


(p. 39). . 
an Disturbances. Luria (1966) indicated the importance of an 
intact central nervous system in pointing out that speech is the 
result of “highly complex integration of nervous processes. All com- 
plex forms of human mental activity involve direct or indirect parti- 
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cipation of speech.” Luria further states that it is the higher mental 
processes in the hierarchy of complexity that are the most easily 
deranged by local or general brain lesions (Goldstein, 1939). It 
follows that language processes should be among those behaviors 
that are most significantly affected (Cruickshank & Paul, 1971). 

There is some evidence that disturbances in the motor 
area of speech production appear early in language development 
and can be recognized in the types and rhythms of sounds pro- 
duced by infants (Fisichelli, 1966; Karelitz, Karelitz, & Rosenfeld, 
1960). 

Cruickshank and Paul (1971) have pointed out that 
these and similar early disturbances in the motor area of speech 
production “might later be concomitant with language distur- 
bances of a conceptual nature." 

Bateman (1967) views the language area so central to the 
functioning of these children that her definition of the general 
problem is stated in terms of language functions. She subsumes 
dyslexia, verbal communication disorders, and visual-motor inte- 
gration problems under the concept of learning disabilities as a 
language problem. 

Hardy (1967), writing on language disorders, describes 
two groups of language-deviant children: 


One group commonly reflects basic interferences with mechanisms 
of attention, which often show as inadvertent shifts between dis- 
tractibility and perseveration; a child is prone to be stimulus-bound 
or fleeting, and seems best to learn within very limited boundaries 
of stimulus and attention. Children in the other group are gregari- 
ous enough but have fundamental difficulties in sensory integra- 
tion, in memory-storage, and in recall. (p. 40) 


No distinction is made here between the broadly defined 
group of brain-injured children with variable psychopathology and 
a more specific group of brain-injured children with a primary 
language disturbance, i.e., the aphasias. The specific problems of 
aphasia will not be discussed here. The reader is referred to the 
works of Wepman (1951) and McGinnis (1963) for detailed treat- 
ment of this topic. The distinction has to do with the theoretical foci 
with reference to language function in brain-injured and/or learn- 
ing disabled children. 

Intersensory Disburbances. Belmont, Birch and Karp (1965) have ob- 
served that the ability to integrate information obtained from a 
single sense modality "is phylogenetically more primitive and ap- 
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pears earlier in ontogenesis than does the capacity to integrate 
information arriving through two or more sense systems” (p. 410). 
This general position has been supported by the work of Maier and 
Schneirla (1935), Sherrington (1955) and others. 

Ayres (1968) has pointed out that man has five times as 
many nerve fibers bringing information into his central nervous 
system (CNS) as he has for directing his body to respond. The 
central nervous system filters, organizes and integrates the sensory 
information for use in developing and executing the brain’s 
functions. One of these functions, Ayres notes, is learning. 

Goldstein (1939) described a “hierarchy of disintegra- 
tion,” which suggests that more complex behavior is first impaired 
by cortical injury. Birch and Lefford (1964) have pointed out that 
ensory organization is, at a minimum, de- 
hildren. This deficit in the information 
t difficult for the child to obtain a satisfy- 
the environment. They also note the 
defect may enhance the opportunity 
d result in the reinforcement of 


the emergence of inters 
layed in brain-injured c 
processing system makes i 
ing psychological balance with 
possibility that such a primary 
to develop bizarre integrations an 


aberrant paths of development (p. 59). 
Major contingencies here, as with other aspects of 


psychopathology, are the specific demands imposed by the child's 
environment. If the intersensory combinations that have not been 
adequately integrated are not required by the environment for 
adaptation, then in that particular situation the child may not be 
disabled. The importance of engineering the environment to facili- 
tate the child's successful adaptation and to make possible or- 
ganized responses to stimuli have been described by Cruickshank 
and others (Cruickshank et al., 1961, 1966, 19672; Cruickshank & 


Paul, 1971). 


Disturbances in Conceptual and Abstract Thinking 


en have frequently been charac- 
al with ideas, to form concepts, 
and similarities (Rappaport, 1964; 
1942; Dolphin & Cruickshank, 


Brain-injured childr 
terized by their inability to de: 
and to understand relationships 
Burks, 1960; Strauss & Werner, 


1951b). , 
The child must symbolically manage environmental in- 


formation provided by his sensory modalities as a basis for action 
(or nonaction). This requires appropriately integrating and sorting 
data from the different modes. The brain-injured child’s deficiency 
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in abstract thinking and concept formation forces him to rely on 
concrete operations (Paine, 1966) and formalistic behavior. 

Reed and Reed (1967) studied concept formation and 
nonverbal abstract thinking in children with cerebral dysfunction. 
They found that when the level of intellectual functioning was 
controlled, there was no evidence of selective impairment in the 
brain-damaged group. They concluded that the general lowering 
of intellectual ability, rather than specific impairment in the realm 
of concept formation or nonverbal abstract thinking was a con- 
comitant among older children with chronic cerebral dysfunction. 
They pointed out the need to investigate variables such as type of 
lesion, its age of onset, lateralization, location, rate of progression 
or severity, in order to determine the consequences of selective 
impairment if it does occur (p. 160). 

Gallagher (1957), reviewing the literature comparing 
brain-injured and non-brain-injured children, observed that the 
research trends indicated that brain-injured children may have dif- 
ficulty in concept formation only when they are distracted from the 
central task by outside stimuli and unstructured situations. He also 
noted that, in the perceptual area, these children are more likely to 
have a deficit in attending to relevant tasks than a deficit in perceiv- 
ing or organizing. 


Body Image 


Body image is an area of difficulty for brain-injured 
children. From the point of view of normal child growth and de- 
velopment, all children must learn about their biological equip- 
ment, how the various parts function separately and in concert. As 
they learn how the body parts function, they can learn how to 
control them and thus act volitionally. They must develop an 
awareness of where they are and what they can do as a dependable 
point of reference before they can learn about the physical space 
occupied by their body. To get somewhere, to know how far one 
must go, and eventually to have multiple sensory data about distant 
objects that are processed by a single sensory modality, such as 
vision or audition, depend upon the development of functional 
body knowledge. 

This knowledge is developed by practicing movement in 
a space with a constant gravity. The movement of a limb, for exam- 
ple, is accomplished with elaborate kinesthetic, and often visual, 
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feedback. The feeling of movement becomes the basis of prelimi- 
nary data for how the action might be repeated. The repetitions 
provide additional information not only about that particular 
movement but about how nonmovement or supportive movement 
is simultaneously accomplished. Tentative hypotheses about 
movement are tested, refined, and retested until a reasonable cer- 
tainty exists in what he is, where he is, and how he acts. This is a 
dynamic interplay of developing biological systems that support 
movement (neurosensory, skeletal, and muscular) and the 
gravity-dominated physical space in which that movement occurs. 
The child's contest with gravity is a battle that can be won if his 
genetically coded maturation follows a reasonable normal and ex- 
pected course. 

Bender and Silver (1948), among the first to attend to 
the problem of body image of brain-injured children, pointed out 
the dependence of body image development on biologic growth 


and the integration of physical and psychological experiences. 


Characteristics such as hyperactivity and figure-ground distur- 


bance (Cruickshank, 1967) and significant deviations in sensory- 
motor development (Schilder, 1964, p. 53; Strauss & Kephart, 
1955, p. 48) militate against the development of an adequate body 
image. Schilder has also pointed out the importance of optic de- 
velopment to support the acquisition of an adequate body image. 
Getman (1964) has written extensively on the importance of visual 
development to the total organism, including the initial guidance 
and tracking functions. . VN 

The concept of body image was dealt with initially by 
neurologists in efforts to explain correlates of brain lesions. 
Critchely, Gerstman, Bartlett, and others including Head (1926), a 
British neurologist who developed specific theoretical pos aedi 
of the phenomenon, did considerable experimental work on the 
organization and development a body attitudes. Since then, many 

iti n suggested. . 

Bai cec body a cem to "the pinne E 
our ; which we form in our mind, that is to say, the way 
Medis pe to ourselves” (Schilder, n iie and 
Hammill (1976) have described body image as a fluid anc ei 
internal conceptualization that, like self-concept, - an impor a 
aspect of the learning ability of children. Freud's or MÀ a 
the ego in body terms, which underlines the impor tance of feeling: 
about body knowledge, success, and integrity, (— es E 
pect of the problem in defining body image and its close relatio 
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ship to self-concept (Freud, 1960). Wylie (1961) has also pointed 
out the probable relationship between value ascribed to body 
characteristics and general self-concept. 

Hallahan and Kauffman (1976) have noted the vague- 
ness of the body image construct. As a psychological construct, 
body image has not had the definitional clarity to support extensive 
research interest. While of relatively little utility so far in the de- 
velopment of new knowledge, body image has provided a concep- 
tual aide in the analysis of behavior and a useful basis from which 
the practitioner might consider disability. 

While this discussion has focused primarily upon the 
integrity of internal events, the obvious needs to be stated about the 
external environment. Except for gravity and working principles of 
space objects such as size, kind of relationships, movement, direc- 
tion, etc., that environment is not a constant. Part of the process of 
adapting involves the environment to which adaptation is made. 
The quality of the particular influence of those with whom the child 
interacts is infinitely variable. Opportunities for practice and ex- 
perimentation, expectations, rules, and limits of the environment 
all vary. 


Self-Concept 


One of the major characteristics of brain-injured chil- 
dren is their negative or inappropriate concept of themselves. Here 
the essential psychoorganic unity of the child is particularly visible. 
That is, what he can do and understand with the neurosensory 
equipment he has is fundamentally related to who he experiences 
himself to be in the world. 

Wylie has observed that constructs of self "have been 
stretched to cover so many cognitive and motivational processes 
that their utility for analytic and predictive purposes has been 
greatly diminished" (1961, p. 318). In the context of a discussion of 
brain-injured children, a term also lacking precise conceptual 
boundaries, the problem of definition is compounded. 

Despite conceptual problems, self-concept has long oc- 
cupied an important place in literature on personality theories 
(e.g., Rogers, 1951). It has been considered a significant aspect of 
the learning process (Fennimore, 1968) and has been a prominent 
issue in early education (Goodlad, 1964; Sears & Sherman, 1964). 

Generally, the view of self has been adopted as a rele- 
vant concern in understanding the developing child and his/her 
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behavior; the positive self-view being more supportive of his ad- 
justment to others, to task demands, and to learning. 

Davidson and Lang stated, “the child's self concept 
arises and develops in an interpersonal setting” (1960, p. 107). 
Feelings about self emerge in relation to the child-environment 
interactional process. 

Each failure experienced in that process reinforces the 
negative self-view and militates against the probability of success in 
future tasks. Ross (1976) has pointed out that failure in early child- 
hood experiences can have a negative impact on the child’s percep- 
tion of himself, self-confidence, and his response to school. The 
child who failed to develop trust in himself and his world does not 
have the psychological basis for establishing autonomy and ex- 
periencing his separateness. Continual failure may extinguish seri- 
ous attempts at succeeding in socially acceptable areas, and devious 
behavior designed to protect the child from further failure may 
develop. Wallace and McLaughlin (1975) and others have indicated 
the apparent relationship between self-concept and low achieve- 
ment with these children. The fear of being unable to accomplish 
anything correctly causes them to resist work on tasks. Success be- 
comes translated into the acts of distracting others from an activity 
in which failure is feared, threatening and overpowering others 
before unattainable demands are made, gaining attention even if it 
is negative, withdrawing successfully prior to competing unsuccess- 
fully, etc. Rappaport (1964) has outlined five reaction patterns as- 
sociated with defective self-concept and narcissistic hypersensitiv- 
ity. These include low frustration tolerance, flight from challenge, 
overcompensation, control and manipulation of others, and power 
struggle or negativism. . 3 

This child’s energy goes into protecting a very fragile 
ego, leaving little for ego development. Time is taken defending 
against further failure, allowing little opportunity for the accumu- 
lation of new information and possible success experiences. The 
defenses are strong because the stakes for the child are very high. 


Socioemotional Disturbances 


ain-injured child is often one 


of failure. This child learns to defend against further insult to a 
fragile ego and those very defenses militate against his growth and 
social development. His fear of further failure robs him of experi- 
mental behavior which could serve as a basis for developing compe- 


The social history of the bri 


106  Locicar Posirivistic Views 


tence. The child who has adopted the view that his psychobiological 
equipment is untrustworthy, is often “ego bankrupt” (Rappaport, 
1966), and receives little psychological support from home, school 
and/or neighborhood environments. 

Birch and Lefford (1964) presented three case studies in 
an attempt to determine why one child with brain damage makes a 
positive social adjustment and gains mastery over his environment, 
while another cannot adapt and develops severe psychopathology. 
It was found that parental attitudes and their methods of manage- 
ment were not markedly different during the early infancy of chil- 
dren in the study. The most useful behavioral predictor of sub- 
sequent development was temperamental organization. That is, 
children primarily positive in mood, rhythmic in functioning, 
moderate in activity level, mild in intensity, with no significant low- 
ering of response threshold, and readily adaptive, had good be- 
havioral outcomes. Children who were primarily negative in mood, 
arhythmic, high in activity level, intense reactors with low 
thresholds, and nonadaptive, followed an increasingly disturbed 
behavioral course. They concluded that the behavioral develop- 
ment of the children was the result of the interaction between their 
response tendencies and the environment. 

In his comparison of brain-injured and familial chil- 
dren, Gallagher (1957) found the most impressive area of dif- 
ference to be personality ratings. Differences were found between 
the groups on almost all of the personality variables in favor of the 
familial children. The brain-injured children were rated as being 
"hyperactive, lacking attention, being fearful, less popular and 
generally more uninhibited children than their familial pairs" (p. 
65). 

Gallagher suggested two possible explanations of this 
data. One, the brain-injured child may not be able to correctly 
perceive social situations or to distinguish between socially appro- 
priate and inappropriate behavior based on an adequate percep- 
tion of the social cues. Two, impulsivity and unpredictable be- 
havior, as a result of general lack of inhibition, made the brain- 
injured children unacceptable to peers and adults. The distrust and 
rejection caused by the disinhibition then produced secondary ef- 
fects of fearful behavior and inordinate demands for attention. 

Whatever the more salient explanation of the behavioral 
discordancy, the association of negative behavioral characteristics 
and inordinate demands on others in the child's environment is 
well established in the literature on learning disabled children 
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(Bender, 1956; McCartney, 1956; Gallagher, 1957; Rappaport, 
1964; Farnham-Diggory, 1966; Jacobs & Pierce, 1968). Fouracre 
(1958) described the dilemma of the brain-injured child who is 
driven by need for affiliation and recognition to continue in unsuc- 
cessful attempts to enter a group. Research has pointed out that the 
child's inability to adequately perceive and comprehend physical 
and abstract structure accounts for part of the child's inability to 
enter group situations (Fouracre, 1958; Lewis, Strauss, & Lehtinen, 
1960). 

The degree to which perceptual deficit or disinhibition 
accounted for the negative social behavior is yet undetermined. 
Knoblock (1966) raised the question of whether the etiology of 
maladaptive behavior was in the brain injury or in the personality 
development in the presence of limited adaptive capacity. It is rea- 
that the environmental responses elicited 
by the disturbing behavior reinforce the negative behavior cycle, 
and that this disturbed exchange produces data for the child's re- 
garding himself and his world. Wallace and Kauffman (1973) have 
pointed out the importance to academic learning of the child enter- 
ing school with a repertoire of adequate emotional and social be- 
haviors. If the child is unable to learn those affective and social 
responses necessary for succeeding in school, he or she is more 
likely to develop maladaptive behavior. Learning disabled children 
manifest more aggressive behavior problems than immature or 
neurotic problems (Hallahan & Kauffman, 1976). 

Their behavior problems are more likely to alienate 
them from sources of social and psychological support induding 
their peer group, teachers, and parents. For example, Kronick 
(1974) has described the loneliness of the child whose experience is 


not shared with other family members. 


sonably clear, however, 


TREATMENT 


nal, educational, and psychological treat- 
f brain-injured children is, for the most 
nal analysis of their existing strengths 
themes can be iden- 


The professio 
ment and management o 
part, predicated on a functio i 
and weaknesses. Several basic and emerging 
tified in the treatment of these children. 

One major theme found in the literature on treatment i$ 
the lack of self-satisfying experiences and the need for success. The 
child expects failure and is programmed for defense. Any inter- 
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vention into the accustomed failure “system” of the child must 
insure the child’s psychological success. The teacher or therapist 
has only the child’s need for success as an ally, while the behavior 
that has been so futile for this child will persist as a foe. 

Another major theme in the treatment literature is that 
of structure. These children have been managed by environments 
in which they have failed to participate successfully. In their des- 
perate attempts to optimize their participation, they frequently 
make explicit bids for control of the environments; the prospect 
that they might win such control is terribly frightening. Structure, 
as it is used in the literature on the treatment of brain-injured 
children, means a careful, explicit design for experiences intended 
to minimize the futile conflict and maximize the child's chances of 
successful adaptation and learning—thus endowing the environ- 
ment with an essential reliability. 

The need to consider the twenty-four hour 
adjustmenumaladjustment of the brain-injured child is still another 
theme. That is, any system of intervention must accommodate the 
total life of the child. A focus on the therapy hour, for example, is 
not sufficient. The school and home environments, their demands 
and potentials for important failure or gain 
carefully (Cruickshank, 1977). 

A more recent theme that is emerging h 
diet. Valentine (1971) has observed, for example, 
children need nutrients, not drugs. Hallahan 

Q PES n s is tare TOEIC A 
inier Duporm queso Hae er nieli 
; : Si GNE aised and research 
"nomm pr gcn ie P eei useful information 

Martin, ; Cott, 1971). Severz sible relationch} ‘ 
hes including that hersei ones relationships A being 

1 i ion: : UBLWE Stycemia and brain dam- 
age (Journal of Learning Disabilities, 1974), The Pediatric News and 
World News Report reported growing recognition that many i h ap 
ited disorders affecting the central nervous system a 
found to respond to vum therapy (Journal of Learning Disabilities , 
1974). While long-term uncritical use of Pharmacologic dosz f 
vitamins is still ill advised based on the limited lovin e €— ha 
this certainly represents one of the promising Yeteanch oko 
would have important consequences for treatment a É 

Kirk and Bateman (1962), Black (1973) d K je 
al. (1972) have pointed out that remediation is generali s c et 
behavioral symptomatology rather than neurologic; Parsa on 

ogical findings. 


; must be examined 


as to do with 
that hyperactive 
and Cruickshank 
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That is, the functional disability, not the neurological substrate, is 
the focus of intervention. 

There are two general approaches to treatment. One is 
directed at the strengths of the child and involves tasks designed to 
minimize performance demands that involve deficient or dysfunc- 
tional areas. Developing areas of strength, and providing the child 
with opportunities to experience success and to feel good about 
himself and his acts can help the child to acquire more adaptive 
compensatory behavior. He will be released from his psychological 
battle to hide his disabilities and the energy previously required for 
self-protection will be freed to develop behaviors that will compen- 
sate for his deficits. 

The other approach involves what Cruickshank has 
called “teaching to the disability” (1967, p. 101). In this view, the 
intervention is equally directed at helping the child succeed. In 
fact, minimizing failure is essential. The difference is that the dys- 
function is recognized by the child and the teacher or therapist, 
and a program, based upon ability level, is planned to remediate 
that specific disability. Kirk and Bateman peus have suggested 
developing the areas of major deficit since a part of the deficit in 
the child is the result of psychological withdrawal from activities 
requiring use of the deficient ability" (p. 77). ; u 

While there is some variation 1n professional opinion on 
e disagreement on the complexity of the 
diagnostic and treatment problem, and the need for a multidisci- 
plined orientation (Cruickshank, 1966). Haring and Schiefelbusch 
(1967) cited the need for a total medical, psychological, and special 
education approach to help children with the syndromes of cere- 
bral dysfunction. —— RÀ 

: Parents are crucial in a total treatment plan. Their feee 
ure and successes of their child. 


this issue, there is littl 


ings are closely attached to the fail 
Their own sense of adequacy and ego resources have been chal- 
lenged directly by this child's experience of constant failure. No 
one knows better than the parent the anger and resentment, the 
disappointment, the intensity of hope and frustration that reso- 
nates to the demanding activity of these children. No one needs to 
tell many of these parents that they should have been more under- 
standing and helpful when their child ruined an evening with 
friends, demanded responsiveness with excessive activity when 
everyone else had experienced a long, tiring day and was ready to 
relax, could not get his sleeping habits adjusted to others in the 
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house, simply did not seem to understand anything, was up and 


active in the morning waking parents still tired from the previous 
day and dreading the present, and so on. 


ard helping parents 
d and how to better 


At times, intense interaction can endure sufficiently 


s need psychological support beyond educative 
: ttles, and countering defensive, self-protective 
tactics can set up a spiraling and futile dynamic in which both the 
child and the parents ultimately lose. It is in these primary transac- 
tions that the child first learns about the world, its trustw 
and who he is in it. And, it is here that the parents learn 
are like as parents. The Psychological importance of the 
nance and reciprocity of Positive messag 

tive ones is critical. 

The literature on educat 

injured children includes several w 


orthiness, 
what they 
predomi- 
es or responses over nega- 


importance of structure, includin 
reduced space, a structured school 
increase in the stimulus value of 
constructed to accommodate spe à istics of Psycho: 
pathology has been pointed out (Cruickshank e 
concept of structure was later elaborat 
of the child-environment linkage such a 
ship between the teacher and child (Cruick 
The teaching-learning environments in Public schools 
are typically arranged so that vital information about who one is 
the raw experience data for a concept of self, is derived Principall , 
from how well one acts with reference to "normative" STONE dn 
criteria. The hurt of failure and the constant loss of. esteem are a 
part of the environmental fabric for children who do not have d 
intact central nervous system to support their successfu] adapta- 
tion. Positive messages are central to interrupting this Cycle. A pre- 
dictable environment that will make success possible Provides an 


her aspects 


he relation- 
shank, 1967), 
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opportunity for the child to gain esteem and skills. The environ- 
ment that will respond to these children’s anger as a message that 
they are experiencing hurt communicates important acceptance 
and caring. This is a basis for growth, a condition for education, 
and a requirement for teaching these children. 

The educational program should be designed to fit the 
child is overly stimulated by space, the 


child’s specific needs. If the 
mes a part of the program. If 


reduction of working space then beco 
the child is distracted by extraneous visual stimuli or has figure- 
background difficulty, the optical characteristics of materials and 
the physical space in which work on those materials occurs should 
minimize that difficulty. A precise and complete analysis of the 
child's learning apparatus and management of stimulation is re- 
quired in order to design an appropriate educational environment. 
A full psychoeducational diagnosis would include an assessment of 
all the child's information-processing apparatus including his sen- 
sory (input), integrative, and motor (output) systems, which have 
been described in this chapter. It would also include the child's 
image of his own body and his self-concept. General normative 
information on the product or performance such as can be ob- 
tained from intelligence testing does not provide an adequate 
understanding for planning a program. Task performance, the 
process rather than the product, is usually of more benefit to the 
teacher. A summary of the performance over many subtests can be 
very misleading, since the child’s profile is most often extremely 
variable and information about major deficiency as well as effi- 
ciency is lost in a single-product measure. 

A full educational assessment of the child should include 
both formal and informal measures of the basic skill areas. Listen- 
ing, reading, thinking, oral expression, form drawing, and spelling 
are a few of the areas about which specific information must be 


obtained. 
One of the more useful procedures for obtaining infor- 
mation, relevant to planning an educational program, is to engage 
in diagnostic teaching—involving the child in more or less stan- 
dardized educational situations and observing his responses. 
Interdisciplinary diagnosis is a complete and, of course, 
an expensive procedure requiring the services of professionals who 
are very often not available. Even if such a sophisticated diagnostic 
battery were available to all children, there would still be major 
hurdles to a complete understanding of the child from a pro- 
gramming perspective. The professional groups involved are far 
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from a mutually acceptable understanding of how they can mast 
effectively collaborate as a diagnostic team. Further, the various 
types of information generated by the different examinations do 
not necessarily constitute a consistent body of knowledge from 
which a treatment program can be logically derived (Knoblock, 
1966; Gallagher, 1966). 

If a child fails to learn it should be understood that there 
are errors in the arrangement of the edu 
professional cannot be relieved of res 
concept of error in the child to explai 
or treatment. Frequently the typical e 


ular classroom, relax when a difficul 
brain-injured. Since th 


cational environment. The 
ponsibility by relying on à 
n failure of the intervention 
nvironments, such as the reg- 
t child has been identified as 
€ problem is so "obviously" inside the child's 
» the environment cannot be responsible. This 

child since environments that experience no 


The tech 
certainly many and 
where the child is a 
reference to specifi 
cludes the teacher, 
correction is essentia 
can explore alternati 
a manager. 

Another aspect of the task has to do with knowing when 
the child has reached an Objective and is ready to move to another. 
For the teacher to perseverate at one level when the child is 
beyond it leads to boredom, irritation, and 
There should be an ongoing process of evaluation with a capability 
of change, based on feedback of how 


well the Structure j 
modating the child with reference to the goals that have 
lished. 


educational task are 
ust know at all times 


pects the child to be with 
€ areas. When the current Structure, which in- 


environment, and Program, fails, immediate 
l. This assumes that the teacher is aware of and 
ves. In this sense, the teacher is a monitor and 


already 
eventually conflict. 


s accom- 
been estab- 

Teaching materials per se hav 
of specific contributions to learning situations. Cruickshank and his 
colleagues have described some relationships between certain 
teaching materials and psychological and motor functions (see Table 
4-1). : 

Wallace and Kauffman (1973) have Pointed out th 
typical school curriculum offers little assistance to the child w 
difficulty developing social skills. They described two pr 


e been examined in terms 


at the 
ho has 
Ograms 
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developed to teach skills to children with social learning deficits. 
Fagan, Long, and Stevens developed a curriculum with activities 
for sequencing and ordering, anticipating consequences, appreciat- 
ing feclings, managing frustrations, inhibitions and delay, and re- 
laxation. Goldstein (1965) developed a social learning curriculum 
to teach children to think critically and act independently to the 
end that they can ultimately manage their own lives and achieve 
success socially and occupationally. 

A considerable body of literature has | 
motor training for brain-injured children to c 
body image and control. Since poor body imag. 
the major aspects of psychopathology in these 
important part of a treatment program. 

Kephart (1960) has suggested techniques for 
children gain knowledge and control of their bod 
include, for example, identification of body 
and the imitation of movement based on visual cues. Barsch (1965) 
has developed a curriculum based on movigenics—"the study of 


the origin and development of movement patterns leading to learn- 
ing efficiency... .” 


been developed on 
orrect problems in 
€ constitutes one of 
children, it is a very 


helping 
y parts, which 
parts from verbal cues 


Perceptual training 
65) and the tactile-kinesthetic 


s : à have also been used 
with these children. Many aspects of perceptual motor training 


have been questioned in terms of the consequences for educational 
achievement (Hammill, 1972; Goodman & Hammill, 1973. Sulli- 
van, 1972; Saphier, 1973; Pryzwansky, 1972; Wallace & 
McLaughlin, 1975). Ross (1976) has pointed out that training in a 
subskill only provides that skill, not direct help with Subject matter. 
The further study and examination of the conceptual base for this 
area of programming will be of interest to the theoretition and the 
practitioner over the next several years. 

In summary, the brain-injured child, like all children 
may be viewed as an adapting member of a group. Adaptation, the 
satisfying mutual accommodation of the organism and its enyi- 
ronment, is dependent in large part on the integrity of the neuro- 
logical system of the organism. The complex and elaborate neuro- 
logical equipment provides these children with the Capability of 
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receiving and processing all kinds of information about their envi- 
ronment and, simultaneously, about their actions within that envi- 
ronment. Their integration of the information about the environ- 
ment and themselves provides the basis for their response to both. 
Unlike other children, their adaptation has not been satisfying 
either to themselves or to their environment. Their linkages have 
been aberrant in the presence of faulty equipment; their maladap- 
tation is understood in terms of behavioral and/or learning difficul- 
ties due to central nervous system dysfunction. 

The teacher or therapist, while unable to directly access 
the faulty system in the child, can control the various aspects of the 
environment to support the child’s positive learning and successful 


adaptation. Getman (1970) has stated: 


Hopefully, in the effort to become true teachers of children, we will 
once again realize that we actually teach children nothing—we can 
only so arrange situations and conditions that each child can bring 


what he already knows to the learning opportunity and thus be- 
come a learner. (p. 39) 
of helping children learn to learn, to adopt a 


f control, to adapt to a wide range of 
a variety of task demands—has 


The job of teaching— 
satisfying internal locus of 
settings, and to develop skills for 


just b 1 " " 
J nire e disabilities, which has categorically subsumed 


much of the professional area of study and intervention discussed 
here, has become a major focus of attention in educational legis- 
lation. The Education for All Handicapped Children Act (PL 94- 
142), passed in 1975, makes specific provision for these children 
to be served in the least restrictive appropriate educational en- 
vironment. While learning disabilities is a categorical area in its 
own right, having substantially replaced other labels such as brain- 
injured or brain-damaged, it brings together and focuses the 
psychoneurological perspective on behavioral variance. Much of 
the applied educational treatment area reflects an integration of 


behavioral and psychoneurological views. 
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PART THREE 


Philosophies 
of Deviance 
and 

Science 


The next two chapters address themselves to the more 
eviance and science. Most theories fail 


basic philosophical issues of d 
base of their assumptions and views 


to make explicit the underlying 
of human existence and human experience. 
ant, therefore, in a book on new views 


It seems import 
disability to examine 


s in the area of deviance and 


and process 
some of their philosophical bases. 


CHAPTER FIVE 


Philosophy 
of Deviance 


Introduction 


ant discrepancies in the Ameri- 


One of the most signific 
as expressed in 


can dream is that between the hopes for children 
creeds and the purposes of institutions, and the accelerating inci- 
dence of psychological and social morbidity in children. The hope 
is to optimize the development of children, accepting only their 
genetic potential as a valid constraint. The theoretical, technologi- 
cal, and social concepts that would allow programming of such an 
opportunity for children have not been developed. Knowledge of 
child development, the technologies of education, concepts of child 
our understanding of environment and its impact on chil- 
dren, and knowledge of the contingencies of the physical health of 
children have been increased. In recent years significant social 


even made in, for example, expanding the bound- 
aradox, however, is 


rearing, 


changes have 
aries of acceptable behaviors and beliefs. The p 
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that children continue to be extruded from public institutions, such 
as the public school, for their failure to comply with the behavioral 
standards of that institution. There is an apparent momentum 1n 
the direction of better understanding and more positive interven- 
tions in the lives of. children and an inertia in the systems to imple- 
ment those interventions. 

Social deviance is a phenomenon that provides unique 
perspective on the human characteristics of a culture. To under- 
stand the human values in a culture, it is instructive to examine 
what the culture rejects. To understand the cultural process for 
managing significant difference, it is useful to understand the in- 
stitutionalized procedures for responding to deviance. Disturbance 
is a special case of deviance or, more broadly, the social registration 
of deviance. 


In this chapter c 
find a discussion of some 
the examination of theori 
are outlined below: 


on Philosophy of deviance the reader will 
Issues that the authors consider salient to 
es of disturbance. The general arguments 


1. Emotional disturban 


onal ce takes its me; 
in which it occurs, 


aning from the social system 

2. The dynamic interplay of the 
and society is viewed as anim 
disturbance. 

3. Theories of disturbance 
cial sciences. 

4. Two major streams of philosophica] influences 
these sciences and their development of theorie 
(a) positivism, and (b) existentialism, 


history and 


Philosophy of science 
portant dete 


rminant of theories of 


are products of the behavioral and so- 


are identified in 
s of disturbance: 


5. An appeal is made for a transcendence of the epistemological 
constraints of traditional Sdence ang OF the stale social 
stereotype of the proble stale « 


m of distur 

6. An appreciation of the view 
experience as the primary source o 
considered central to the development Of a Saund renee 
human deviance or disturbance. heory c 


bance. 


Systems for or of Disturbance? 


In this section the following Beneral points are made: (1) 
disturbance is embedded in social institutions : 


iale in iho oo and administrative 
i ani se i : : 
systems; (2) it has meaning DSütutions and Systems 
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which may or may not fit the meaning it is given in theoretical 
explanation; and (3) the discontinuity of theory and practice must 
be understood in part as a function of the additional meaning 
assigned to disturbance by the system in which "it" is treated. Some 
have suggested, as will be noted later, that this “additional mean- 
ing” is the total meaning. There are several systems that could 
illustrate these three general points: mental health, social welfare, 
legal-correctional, educational, and so on (Rhodes, 1972). Special 
education, actually a subsystem of the educational system, will be 
used as an illustrative example. 

Special education is a formal, public, professionalized 
system for responding to children who, for whatever reasons, can- 
not be included in the normal socializing systems—in this instance, 
; ational system—without assistance. The respon- 
sibilities of special educators interact not only with the products of 
the extrusion processes of the normal system, i.e., children with 


Special labels, but also with the processes that identify, label, and 
I child life. Some have argued that 


move children away from norma : 
ing and extrusion processes. 


special education maintains the labeli J 
ation has assumed instructional 


Historically, s ecial educa 
comers result of significant physical or 


responsibility for children who, as a 
intellectual variance, were not able to successfully adapt to the reg- 


ular or “normal” curriculum. The response has been either to cir- 
cumvent the disability with prosthetic devices, or to alter the nor- 


mal curriculum (Trippe: 1963). . j 
In the last decade, special education has assumed re- 


sponsibility for the education of emotionally disturbed children. 
The educational mandate has been to alter the child's performance 


relative to the normal curriculum (Trippe, 1963). The social man- 
the behavioral variance in the classroom, 


date has been to reduce t? 

that is, to normalize the child to fit the value structure of a particu- 

lar social system. | 
The specia 


the regular educ 


1 education of emotionally disturbed children 
has generated an extremely complex interaction of social and 
psychological theories and interventions. 1 he interaction has been 
complex because of the status of theory in the social sciences and 
the deep cultural entanglement of the basic issue, that is, child 
variance. There js considerable support for the position, as is 

Jume, that isolation of the variant behavior 


pointed out in this vo! 


from the environment in which it occurs, either conceptually or for 
the purpose of changing it, is to deny or change the phenomenal 


nature of the behavior. 
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There has been understandable unevenness and confu- 
sion in knowing what to do, how, or why. One cannot be reassured, 
at this point, that the professional, scientific, social, or ethical issues 
that have emerged are substantially understood or are in the proc- 
ess of being effectively sorted and analyzed. Theories and practices 
in the mental health field have merged into thinking and profes- 
sional practices of special education. This was not a systematic 
process and could hardly be considered a credit to the scientific 
integrity of any of the professional fields involved. Confusion, am- 
biguity, and vagueness in language, definitions, assumptions and, 
more generically, in theory have compounded the problems of the 
social and philosophical roots and contexts of currently competing 
frames of reference. 

The “specialness” of special education as a professional 
area has been examined many times. The need for 
cial education has not derived primarily from accumulated knowl- 
edge and, therefore, the reordering of an area of science. Rather, it 
has most often been forced to reexamine the way it orders the 
world, and the particular ordering to which it responds, as a result 
of social, legal, and ethical issues. While this is not independent of 
accumulating knowledge, neither is it a function of that knowledge. 

Special education has preseverated on questions of 
homogeneity, the appropriate parameters for grouping, the most 
effective methodology and materials, the efficacy of arrangements, 
etc. The "answers" to these questions remain generally inconclu- 
sive or inconsistent. On points of general consensus, such as the 
data generated by studies of the efficacy of special classes, there 
remains a deep discontinuity with practices (Kirk, 1964). 

The traditional lag between theory and practice, be- 
tween accumulated knowledge and public action, is well known and 
documented. How does a society and the knowledge it formally 
accumulates in its scientific community get together? How does 
knowledge about children, about what we do to children, and about 
what we should do for children get brought into some reasonable 
alignment? Obviously a serious response to these questions goes 
deep into political, ethical, and legal issues as well as into questions 
of science. The questions do, however, suggest a general fr 
reference for judging the limited scope of questions th 
ally the professional and the scientist. 

Children have a genetic mandate 
tural mandate to confine their 
tain limits. The environments i 


examining spe- 


ame of 
at commonly 


to grow up and a cul- 
behavioral development within cer- 
n which the child grows up (home, 
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school, community) must meet physical survival needs and fulfill a 
cultural mandate to perpetuate the behaviors that support cultural 
life. It is the interaction between the relative fulfillment of these 
mandates that produces man qua man, be he good, bad, disturbed, 
retarded, criminal, etc. Childhood is that time in the life span in 
which this interaction is formulated (although the rules for that 
formulation already exist) and opportunity is maximal for altering 


that interaction. 
The perpetuation needs of the environment are met 


with social processes that are relatively inflexible. For example, 
relatively little has changed in the administration of public systems 
of education. The child, on the other hand, survives by inherent 
adaptability and learning. Children change rapidly as their 
dynamic psychobiological momentum interacts with the social 
structure designed to channel that momentum into meeting en- 
vironmental perpetuation goals. That is, the child-environmental 
exchange will be most acceptable when the growth energy of the 
child and the maintenance energy of the environment flow in a 
single direction. 

Handicapped children are those children who either 
conflict with or fail to contribute to the perpetuation needs of the 
environment over a sufficiently long period of time and with suffi- 
cient intensity as to cause the environment alarm over its own wel- 
fare or that of the individual or both. The environment then takes 
action in terms of two referent points: preservation of its integrity 
and a value of individual welfare. These two often conflict in terms 
of the public action that is taken. Hence, a child who threatens the 
integrity of a regular classroom will be removed to a “special” place 
where a supposedly more suitable program, such as a special class 


or special school is available. 
Society has assured itself that it will not abdicate respon- 


sibility for the welfare of the individual by the social legislation it 


has passed. The problem comes wi i 


hen the special program in a 
special place is not demonstrably better for the child than the regu- 
en suggested by 


lar classroom, as has bee efficacy studies. That the 
"objective" decision based on individual welfare criteria does not 
prevail—that is, children are moved into arrangements that can be 
demonstrated to be in their best interests—should not surprise us. 
The highest priorities are those having to do with environmental 
integrity and stability, which probably have Darwinian philosophi- 
cal roots. Activities such as labeling children, a significant product 
of the professional diagnostic process. and stigma, the cultural by- 
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product, serve to maintain the primary direction of accountability 
to the environment. 

Special education has developed as an attempt to 
mediate between the needs of institutions and the needs of indi- 
viduals. Special education is a specific inst 
cases of mental health, welfare, and corrections. In the more gen- 
eral cases the mediation is between individuals and society or social 
institutions. So then, the special class, like the psychiatric hospital 
or the correctional center, is both a place of deterrence and re- 
mediation or rehabilitation. That is 
individual from society and, supposedly, to 
the child that made this removal necess. 


ance of the more general 


ary. 
» then, be it psychiatric, 
has been in terms of the 


Pt to society, or a child who cannot 
are examples. There are 


First, there is considerable reason to believe that our 
special systems of mediation, including special education, have not 
themselves been entirely Satisfactory for the minority or the dif- 
ferent. The questions about what is special about special education 
are not unlike the questions of wh 
ric hospital or what is corrective 4 
the problem in defining the special case is that th 
boundary for, or definition of, the 


understand special education? 

Another problem is in the assu 
the people involved. We have yet to defi 
group. The problem may well be that ho 
concept used as a tool for legitimizing 
concept related to the characteristics of children 
1968). In retrospect, the concept has be 
segregating children. It has not Particul 
standing and, therefore, our restoratiy. 
agement of children. wie 

The third problem is that of Justification or account- 
ability. These children are not only “treated” in à special place, they 
are removed from the nonspecial place. We have developed mt 


mptions we make about 


Per se (Farber, 
en successfully used for 
arly aided in our under- 
€ and rehabilitative man- 
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elaborate technology in support of the technical functions and left 
ourselves without a way to understand or justify the exile function. 

Finally, perhaps one of the most difficult and illusory 
problems is the definition of the problem itself. It is often assumed 
that disturbance, retardation, disability, etc., are generic quantifi- 
able phenomena. Yet it is difficult to define these concepts apart 
from the context in which they exist. This has been known for a 
long time with deprived children, for example, but that knowledge 
has not been incorporated into the way in which “special” children 
are understood and taught. The problem of a disturbed child in a 
regular classroom changes in a special classroom. It also changes in 
another regular classroom. It is different at home. That is, the 
migration of a child from one environment to another is not inde- 
pendent of the problem the child is said to have. Professionals 
often act as though the problem were a constant, and it is simply 
moved to another environment where the tools are available and 
the conditions exist that will help us do better work on the problem. 
This might be thought of as analogous to the medical model of 
diagnosis and surgical treatment. Fortunately for the patient, and 
for the surgeon, appendicitis experienced at home is appendicitis 
diagnosed at the clinic, is appendicitis in the operating room. This 
assumption of constancy across environments does not necessarily 
obtain with behavioral variance of disturbance. 

The epiphenomenal problem of deviance is complex 
and the definitions that exist are many. Each time a group of spe- 
cial children gain social and professional attention, a plethora of 
definitions of the problems of those children follow. The incon- 
stancy is not, as is typically thought, simply in the definitions, but 
rather in the primary view of the world from which the definition is 
derived. 


Consolidation vs Synthesis of Theory 


or grid for the various 
tical conceptions are 
are much more di- 
distinction may 
ticians are 


A single unifier, organizer, 
theories is probably not possible. Some theore 
primarily descriptive in nature, while others 
rected at the explanations of phenomena. Another 
be drawn in terms of the focus of inquiry. Some theore 
primarily interested in the collective, the way things "hang to- 
gether,” or the system. These would include areas such as social 
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systems theory. Others are interested in more discrete phenomena. 
The focus on behavior in behavioral psychology would be an 
example. Some theoreticians are concerned about the relationship 
between the individual phenomenon 
the molecular and the molar. Ecologic: 
ple. These distinctions are relative t 
focus. 


and the collective, between 
al theory would be an exam- 
? emphasis and not absolute 


Another distinction is based on the utility of the work. 
Some are primarily concerned about an intervention, that is, what 
can be done to change an existing situation. Others are more in- 
terested in theory construction per se. The most divisi 
theory, however, have to do wi 
and the interaction of those 
the theory. 


It is not surprising that 


ve issues in 
th the epistemological assumptions 
assumptions with the social context of 


r r in a pluralistic society multiple 
theories of deviance exist. It is further not surprising that in a 


logical positivistic orientation to science and to knowledge that 
there should be efforts to focus on rationality and order, to make 


stic society monolistic assump- 
- Scientific investiga- 
4 à » lawful and ultimately 
discoverable, reality. Socially, 


: d, many realities are 
acknowledged and considered appropriate. These realities are dir. 
tributed multivariately. The variables include, for example, age, 


sex, social class, and culture. There are severa] reality dichotomies, 
such as subjective and objective, or Spiritual and material. Each 
reality affirmed has its own value as is suggested by viderant 
as "merely" when applied to subjective or “materialistic” when 
applied to a person. 

In recent years the revival of mysticism, of meres 
awareness and sensitivity, and of “mind expansion” through varie 
ous means has led to questioning by some of the adequacy OF the 
formal boundaries of reality specified by traditional Science. If sci- 
ence is not to be pluralized, then certainly the role of science, its 
boundaries and its authority, in the larger social system requires 
continuous scrutiny and definition. The dynamic relationship be 
tween science and society has, of course, been acknowledged d 
major topic of study. Such study cannot be kept in a single depan 
ment or even within the university because the Implications for the 
entire social system are immense. wes is this juncture Sie 
critical than in the scientific study of deviance. 


Logical Positivism, History, 


and Mental Health 
(Disturbance in Science and Society) 


2 In this section on positivism an attempt will be made to 
generally: 

ogical positivism. 
utionalization) in science and society 
d rules of the positivistic position. 
ations of that process whereby cer- 


tain theories of disturbance based on positivistic premises got 

m peaded; for example, in the mental health movement an 
ter assimilated into the attitudes of people and in- 

stitutionalized as areas of science as well as in the bricks and 


à mortar of social forms. 
: peine the nature and properties of theory as the intellectual 
ramework in which the positivistic assumptions are articulate 

and the phenomenon of disturbance defined and conceptually 


manipulated as a part of the scientific process. 


These topics will be discussed in two sections. (a) The 
mental health movement—Some theoretical and philosophical 
foundations, and (b) The nature of theory. 
P Obviously the traditional science framework is not lim- 
ited to nor bounded by positivism. Neither is positivism limited to 
logical positivism. The traditional science framework, however, in 
its limited treatment here is discussed primarily with reference to 
the philosophical position of logical positivism. While logical 
Positivism is not a popular contemporary philosophy, “many of its 
ideas live on” (Ayer, 1957, P- 73). Certainly many of its assumptions 
characterize the behavioral sciences and are objects of attack from 
the left in psychology and education. 

This section is included because some theories of distur- 
bance have been developed based on these assumptions. More im- 
portantly, the authors would suggest that the maturity of these 
theories must be understood relative to the areas of study they are 
able to handle, given their assumptions. 

, The history of science in the Uni 
tion of a particular empiricism fashioned ou 
velopments both in this country and Europe. It 
retrospect, to note the relative absence of an im 


l. Define the concerns of | 
2. "Trace the adoption (instit 

of certain assumptions an 
3. Describe some of the implic 


ted States is an evolu- 
t of philosophical de- 
is important, 1n 
pact of Eastern 
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philosophies of knowledge on the philosophy of science that 
evolved. Intellectual events such as the Vienna Circle's articulation 
of logical positivism in 1912 had an important impact on science 
and, at that time, the separation of the scientific enterprise from 
areas of mysticism, metaphysics, and values took place. The logical 
positivistic position acknowledged one reality and one set of 
criteria for validation. What is real can be observed, measured, and 
described. The observable characteristic of. reality established its 
nature as that directly available, or potentially available, to the sen- 
sory equipment of the observer. The characteristic of measurability 
gave it some structural form that had a correspondence to the 
Structure and processes of logic and mathematics. That rcality 
contd be described presumed its essential publicness and univer- 
sality. 


A significant aspect of logical positivism was the basic 
concern with the structure of language. The cultural basis of the 
structure of sentences and meanings of words obscured the reality 
referent of the intended communication. The meaning of a state- 
ment was determined by the way in which it could be verified, and 
verification Was a matter of testing by empirical observation. 

: - There were many constraints imposed by this orienta- 
ton in areas of observation, measurement, and description. In 
addition to the methodological constraints, there was a rine 
imposed on the phenomena that could be considered for “scien- 
tific” study. This boundary was a function of the 
position itself. While this position has u 
sion since 1912, many of the basic 
temology of science are included in this basic view of the world. 

In a sense, Ayer suggests, philosophy later merged with 
science to become the logic of science, the intellectual] s ian 
freeing scientists from metaphysics, As Schlick anq Witt genstein 
argued, philosophy was to be more an activity to cla Mis € 
sitions rather than a body of doctrine, AE BFOpe 


philosophical 
ndergone substantial revi- 
assumptions in the current epis- 


The Mental Health Movement: 


Theoreti 
and Philosophical Foundations rat 


In the late eighteenth and early nineteenth century 


speculz arm chair cipli : 
many of the speculative "a air" disciplines at that time, such as 


anthropology, adopted an empirical orientation, They went to the 
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field to observe, measure, and describe the phenomena that they 


had previously thought about from a distance. 

: At the same time, an interesting development was oc- 
curring from a philosophy of science point of view. A neurologist 
in Vienna by the name of Freud was ushering in a social revolution 
with fundamental implications for the human sciences. Freud re- 
sisted the eighteenth-century assumptions that the brain and its 
mechanical and chemical functions could be sufficiently under- 


stood to explain mental illness (Hart, 1931). 


In the enthusiasm created by these discoveries (anatomy and 
physiology of the brain including, for example, cerebral topog- 
raphy) it was confidently anticipated that the nature and causes of 
mental disorder would speedily be laid bare. These hopes have not 
been realized, however, and the opinion is rapidly gaining ground 
that, although the value of the physiological method cannot be 
disputed, there is ample room for some other mode of approach- 
ing the problem. This other mode has now been furnished by the 
development of the “psychological conception.” (pp. 27-28) 


Freud developed a model of personality, an abstraction 
of reality, to be used as the basis for explaining behavior. His pro- 
cedure, mostly case study, has become a primary methodology in 

hat followed him. 


the behavioral sciences U 
d mental disorder as a phenome- 


This conception treate 
non that could be studied and understood without being bound to 
hat the development of a 


organic brain function. Hart points out t 
psychology of insanity had to overcome the early confusion that 
existed between this area and ethics, metaphysics, and theology. 
“Finally, however, psychology succeeded in freeing itself from its 
alien companions, and the way was clear for its application to the 
study of insanity” (p. 28). Janet, Freud, Kraepelin, Jung, and others 
led this conceptual battle. 
The coming of age 
growth pains reminiscent of the trauma 
here to note that the logical positivist move to free philosophy from 
metaphysics was designed to point out the factual meaninglessness 
of metaphysical statements of truth that could not be empirically 
verified. As Ayer (1957) points out, language has important 
functions other than reporting facts, including, for example, 
metaphysical statements that express attitudes to life. “All that is 
imed is that they are not capable of stating facts” (p. 74). Recent 


of a science of behavior has had 
of its birth. It is significant 


cla 
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developments have questioned 
psychological theories that are so 
original roots such as ethics. 


Hart (1931) pointed out methodological issues that, 


. H . M - r 
from an epistemological point of view, may be ghosts haunting ou 
laboratories. 


the relevance of contemporary 
conceptually dislodged from their 


At the present day,! therefore, there E à 
tions,” the Physiological and the psychological, differing widely y 
their mode of dealing with the subject, but both alike founde 
upon the employment of the scientific method. (p. 28) 


are two dominating “concep- 


hich Hart made reference 
8 of data and the classifica- 

groups or series and “the discovery of a 
formula which will en me these series in the most 
nient manner” (p. 34). Freud’s concep- 


tions “... have profoun he course of nearly all 
modern Psychopathological investigation” (p. 16). 


It was several dec at Maslow (1966) pointed 
out the unfortunate limitati 


à c n the intellectual genius of 
Freud’s work by epistemol ns of science that prevailed 
in his ume. Importantly, with Charcot and others, 
had activated another rev 


ogical traditio 
Freud, along 
olution th 


BY as opposed to demonstra- 
a became a legiti- 


debate over the 


] : pose and describes the place of 
man in the universe, who is the authority on issues o 


f good and evil 
or right and wrong. The church had lost much of i traditional 
position as such an authority, creating a power vacuum. An impor- 
tant article comparing the language, Structure, and roles of the 
church has been written by Seeley (1953). 

In this country the seeds of the m 

j erminating. Beers wrote his importa 
abun te asylums (1908): In 1912 Salman, à Physic 
the first director of the National Association fo 


Philosophical 


"This was first published in 1912. 
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He and Beers, along with others like Dorothea Dix, activated public 
support for a revolution in the case of the mentally ill. There was 
an important interaction between the ethical issues of human wel- 
fare and the medical science of treatment that emerged. The im- 
portant social and moral questions related to deviance and the 
ethical dimensions of the phenomenon of mental illness were to be 
significantly raised a half century later. 

In the meantime social structures have emerged to use 
and perpetuate the methods, data, and attitudes about psychologi- 
cal “reality.” The evaluation of “real data” must be understood as a 
function of the epistemological foundation of the science that gen- 
erated it. This interacts, as suggested above, with the nature of the 
social institutions that preserved and perpetuated that science. 

Several problems are suggested by this analysis. Two will 
irst, the interaction of the science and society 


be mentioned here. Fi : 
influence. What is known about 


of man requires some reciprocal r 
man and society must change since neither man nor society Is static. 


What seems to happen, however, is that the inertia of institutions 
tends to adopt and “lock in" certain conclusions about man. Those 
conclusions are frequently defended on the basis of “scientific 
support. " ; ; 

of science achieve a high level of 
formation is obtained judge that 
a higher value than the informa- 
thodology becomes a social 


Second, the methods 
value. The means by which in 
information and thereby become 


tion itself. The perpetuation of a me 
cientific knowledge, then, becomes a 


institutional responsibility. Scien| : 
ourish and perpetuate it as well as the 


product of the systems that n 0 j ^ 
methods that produce it. The interactions of social and epis- 


temological issues are important and complex. How much we know 
and the social value and use of that knowledge are especially im- 
portant dimensions of the behavioral and social sciences. Theories 
of disturbance are particularly sensitive to the interaction of the 
methods and values of science and the nature and behavior of 
social institutions. What we know about disturbance is of the order 
of knowledge of what we know about ourselves. Some have ques- 
tioned whether there is a phenomenal division between the dis- 
turbed and the disturbing. Some have further questioned the exis- 
tence of disturbance apart from the experience of it. Whether it 
exists or not must be understood with reference to the methods 
used in answering the question, how do we know? 

The “fact” of the existence of disturbance and the 


“facts” of its nature(s) have been integrated at various levels into 
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The Nature of Theory 


The structur. 
by which that knowled 
writings. For a thorou 
struction the reader is refer 


€ of scientific knowledge and the processes 


red to Braithwaite (1953), Nagel (1961), 
à thorough review of these and other 


t complex products of the most complex 
organisms on the earth" (p ; al ways to view and 
define theories as intellec 
describe physical science owing compo- 
nents: an abstract calculus the i 
respondence. The view re is that suggested by 
Rapoport (1969). Rapoport divi i à 
which are present in scientifi 
tive, and heuristic. 

Deductive theory deals with thin 
only a conceptual existence. It does not d 
world of sensory experience. It is a colle 
propositions established by the use of ded 
mal logic as in mathematics. Fhe truth or Proof of a Proposition is 
established by the validity of the logical deductions, not by corre- 
spondence with experienced reality, The basic Propositions 
(axioms or postulates) are assumed to be true, The logical system of 
mathematics or deductive theory is Bana. * Rapoport, para- 
phrasing Bertrand Russell, pointed out that“, | jn mathematics we 
never know what are talking about nor whether what we are 
mane is true” (p. 3). 
i sa i Dake theory is empirically or cont 
concerned with the best fit BF idealized m 
world. The content of the physical sciences is b 


85 or events that have 
eal with objects in the 
ction of theorems and 
uctive techniques of for- 


free, R 


ent oriented, It is 
Pons to the real 
ased on models of 
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parts of the real world. Physical laws are basic propositions, 
analogues of mathematical postulates. The truth of assertions is 
determined by observable data. The predictive power of physical 
science theories comes from the connection between theoretically 
deduced proposition and observation. 

Predictive theory has two epistemological by-products 
that are relevant to understanding certain assumptions of theories 
of deviance. The first byproduct is in the understanding that the 
physical world is governed by laws, and knowledge of those laws 
endows one with power to control and manipulate that world. The 
second is the understanding that the source of knowledge is not 
authority or pure reason but direct contact with nature, — 

Knowledge is acquired by asking the right questions 
formulated out of theory and actively eliciting the answers from 
nature. Answers come from controlled experimentation, not from 


Passive waiting. 
Given the commitment to à formal methodology for the 


discovery of basic properties of reality, what is "known," or the 
existing conceptions, are always subject to revision: based an new 
data appropriately obtained. Knowledge is therefore always tenta- 
tive. Rapoport illustrates this process with the nm pace of quantum 
al electrodynamics. These by -products of the pre- 
hysical science constitute the epistemologi- 
hilosophy of science. 

Heuristic theory is another aspect of scientific theory. 
ased on explanatory appeal and intuitive under- 
n in this sense may be independent of predic- 
, ‘makes sense’ to Freudians, and this feeling 
he sources of compulsion in the human 
psyche and in human conduct gives the theory its explanatory ap- 
peal, regardless of its predictive power, which is anything but im- 
pressive" (Rapoport, 1970, p. 7). The structural theory of linguis- 
tics is another example. It makes no prediction but makes possible 
the description of language in a systematic way. 

Heuristic theory 1s especially important in areas where 
were still looking for new paths to new kinds of knowledge. Here 
there is more chance for error and less agreement on the rules for 
assessing validity and thereby determining error. 

The forces that encourage conceptual invention, the 
creative potential for making personal and subjective experience 
objective and for aligning private ordering of the world with public 
ordering include charlatans as well as heroes, sometimes with 


theory on classic 
dictive theory basis of p 
cal foundation of the p 


This aspect is base 
standing. Explanatio 
tion. "Freudian theory 
of having understood tł 
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vague distinctions between the two. Here there is opportunity for 


the convergence of persuasion, social values, attitudes, and power. 
The same social climate t 


pers honors the dynamics of commitment 
vested authority. This is how an idea “comes in its own time.” The 
existentialists have Suggested that the nature of truth is such that 
reconciliation of the private and public, subjective and objective is 
not possible. The implication of a reconciling methodology is an 
affirmation of the supremacy of empirical and rational values. 

Some current debates that illustrate the problems that 
arise in a society in which the logical positivistic values of science 
collide with the quasi-empirical heuristic traditions in the be- 
havioral sciences include, for example, program evaluation, effi- 

S, and the appropriateness of behavioral objectives. 

_Rapoport points out, “... all science began as a dawning 
of an intuitive understanding of how ‘things hang together’ " (p. 8). 
While, as he further states, heuristic theory provides “intellectual 
points of leverage for investigation” (p. 8), there is still the problem 


of how things seem to “hang together” for one man, for all men, 
and beyond the experience of man, 


If disturbance exists, as Postulated by theories described 


in this volume, does it exist as a lawful Phenomenon which can be 
observed and validated by experience? 


ree Or does it exist as a function 
of the “way we look at it," w 


d planatory appeal rather than 
the empirical support may be the basis for accepting the position? 
€ different and have 


» conviction, trust, and 


non. The use of heuristic theory does not su 


Sha SOM eel acs lawful, potentially verifiable, form. 
Similarly, it does not assure any reality beyond the mediate ^f 
of the heuristic with experience and a particular utility. This issue 
must be understood with reference to the questing pies a 
nature of reality? As noted elsewhere in this writing, some argue 
that experience is the reality. , 


8gest that the phenom- 
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CHAPTER SIX 


Human Experience 
and 


Human Science 


Introduction 


In a previous chapter on Philoso 
development of logical positivism and its ir 
health movement was considered. Further, 
including the various aspects of deductive, Predictive, and heuristic 
theory—was discussed. In this chapter the focus is on a critique of 
these traditional scientific frameworks and the limitations these 
frameworks have placed on the study of man and the study of 
deviance. Finally, existentialism is examined as an emerging 
perspective to understanding man and deviance, 


Phy of deviance, the 
mpact upon the mental 
the nature of theory— 


A Critique of Traditional Science 


One of the most eloquent attacks on the classical scien- 
tific position has been leveled by Maslow (1966), His critique is 


148 
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pertinent as a bridge between the old and the new sciences of 
behavior and will be used as the basis for the following discussion. 

Maslow criticized from within the value system of sci- 
ence, wishing to expand its relevance to human problems, not to 
destroy or replace it. 


In principle, at least, science should be capable of generating nor- 
mative psychologies of psychotherapy, of personal development, of 
eupsychian or utopian social psychology, of religion, of work, play, 
and leisure, of esthetics, of economics, and politics, and who knows 


what else? (p. xiv) 


The change in the nature of science was overdue in 
Maslow’s view and, except for accidents of history, should have 
come out of the psychoanalytic movement. The determinism, re- 
ductionism, and causality of ninteenth-century science, in which 
Freud was raised, were intellectual barnacles he never shed. 


Even though he spent his whole life and unwittingly cutting the 
ground out from under this version of science and, in fact, destroy- 
ing it, along with all pure rationalisms, Freud remained loyal to its 
Weltanschauung so far as I can tell. Unfortunately, none of the other 
great contributors to the development of modern psychody- 
namics—Adler, Jung, Reich, Rank, Horney, Fromm—were scien- 
tists and so did not address themselves directly to this problem. 


(p. xiv) 


Wirth, in the foreword of Maslow’s important writing on 
the psychology of science, points out that Maslow “challenges the 
dominant Weltanschauung that governs the definition of problems 
and methodologies in the sciences concerned with human personal- 
ity and behavior" (p- ix). Maslow argues that our limited knowledge 
of human personality is the result of the methodology of 
psychological research : that has been modeled after the 
“mechanomorphic tradition of the physical sciences. Wirth, sum- 
marizing Maslow’s position, states that psychological researchers, 
employing mechanistic techniques that work so effectively in study- 
ing animal behavior and some aspects of human behavior, come to 
regard these methods as the only means for obtaining scientific 
knowledge about personality. “Such adherents are guilty of at- 
tempting to define the whole phenomenon of the human being in 


terms of the parts they can manipulate well” (p. ix). 
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He [Maslow] notes that an ethnocentric attachment to the scien- 
tific Weltanschauung of the West can bar us from ideas from other 
intellectual frameworks that may advance our knowledge about 
dimensions of human experience. He is bold to offer '"Taoistic sci- 
ence" as one such possibility. (p. x) 


The availabilit 


y of limited methodological alternatives 
for creditable inquiry is 


dangerous in that it not only limits the 
knowledge that can be Obtained, but it also interacts with the 
human potential of the scientist to lose perspective on the limits of 


his practices. “If the only tool you have is a hammer it is tempting to 
treat everything as if it were a nail" (p. x). 


The Study of Man’s Nature 


Where does the behavior come from? What is there of 
being that exists outside man's experience of being? Does it matter? 
Is it all that matters? What constraint does language place on 

the culture be transcended? 
Scientific knowledge is developed Primarily to enable 
at is, to do something. However, the 
i 1$ power in acting on his environ- 
ment has not substantially contributed to his knowledge about him- 
ond the cognitive boundaries of 
: He has not gained the power in 
as obtained in doing. 


Historically, the concepts and rules of one concern (do- 
ing) have tended to govern, judge, and fre 


rt the 
other concern (being). The early study of quently subvert th 
example, was conducted in secret bec: 
about, and concern for, the body. No 
body is accorded a higher value than reli 
Obviously those attitudes have changed over line, dod dese d 
some reciprocal influence. They are, however, different sets of 
questions and their reconciliation has bee 


r n the source of some con- 
flict. An example is the controversy sur 


i rounding the appropriate 
incisions in autopsies. Some procedures reflect more “respect” for 


the body than others. This controversy existed between Een 
and American pathologists—attitudes toward the body being dif 
ferent in the two countries. 

'There have been many attempts at s 


: $ yntheses f L 
ues of science and the philosophical and religi of the va 


©us values of man. 
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The issues have been divided according to questions of art and 
science, of schools of philosophy such as logical positivism and 
existentialism, of mind, body and spirit, and countless other pre- 
sumed polarities. This has frequently resulted in co-option of one 
area by another rather than synthesis. An example is provided in 
the history of psychiatry. Why were problems in living, in adjust- 
ment and adaptation, moved into the province of medicine? What 
is the source of medical authority in these areas? Again, what is the 
relationship between what is known about man and his identity or 
his essence? Mammoth institutions and major social systems and 
interventions have been developed based on the presumption that 
the questions are equivalent. Elaborate rules and procedures and 
well articulated social sanctions have been developed out of the 
medical science framework. The assumption is that one set of ques- 
tions can be answered in the same way as the other set of questions. 
The real world of behavioral values has stood up and it is under- 
stood in medical terms: deviance is pathological; abnormality is 
sick. à 

Questions of value, of purpose, of love, of man became 
“scientific” concerns in that they were dealt with in professional 
and technical settings. The authority and procedures of science 
became the governing principles. This situation has been observed 
and questioned most eloquently by Szasz (1961). In the sixties there 
was a large scale attack on the “medical model. 


Limitations in the Study of Deviance 


The reality of deviance, from this frame of reference, is 
od in terms of the assumptions and the methods available 
for studying and treating the deviance. That is, deviance is defined 
with reference to the value system of the framework in which it is 
understood. This reality and the values assigned to it do not neces- 
sarily have to match experienced realities. Neither does it acknowl- 
edge the alternative realities it is possible to experience. The 
goodness-badness and appropriateness-inappropriateness judg- 
ments imposed by any one reality on all other realities have been 
questioned by Laing (1967). D A 

A predominant reality is a socialized, “agreed upon” way 
of perceiving the world. What is agreed upon, however, is cultur- 
ally variable. Beauty is real. Keats called it truth and all that we 
know or need to know. What is beautiful and what is morally true, 
however, depends on the culture in which the judgment of beauty 


understo 
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is made (Laing, 1967). There is considerable cross-cultural research 
indicating that people learn to view their physical as well as their 
social and moral worlds differently (Benedict, 1934). This becomes 
a particularly difficult and relevant issue in a pluralistic culture, 
such as that in the United States. 

When our experience, that is, our own reality, does not 
match the constructs available for it, we feel alien and must either 
adapt to our alienation or invent constructs to make community 
possible. Alienation feels like loneliness out of control, and we seek 
relief from it. 


Laing argues that the “condition of alienation, of being 
asleep, of being unconscious, of being out of one’s mind is the 
condition of a normal man” (p. 28). If our inventions of constructs 
and behavior for relief significantly offend the environment in 
which we live, we are likely to be extrude 
its own relief from intolerable deviation, Here extrusion is secon- 
dary, a social action taken in response to our alienation. Tiryakian 
(1962) has pointed out that society “treats alienation from society as 
wrong doing” (p. 96). If, on the other hand, our articulation of our 
alienation “fits” the alien experience of enough others we become 
leaders and revolutionaries. The environment then must adopt the 
inventions and thereby make its own adaptations. This is the nature 
of a social movement. The social and moral roots are the same for 
what society banishes and what it eventually relies on for renewal. 

The last decade has been interesting in this regard. 
There has been more report of deviation and indeed a fascination 
with it. This is obviously not totally the result of exclusive concern 
with “scientific” realities of deviance. The drug scene, for example, 
was a direct confrontation of and challenge to the conventional 
experience. The commune structure has challenged the conven- 
tional social and political systems of judging behavior and experi- 
ence. 


d. The environment seeks 


There is currently a dissonance oe 
ences himself to be and the concepts available 
that experience. One way to examine this disso 
the primitive instinct or the tribal nature of ian versus the-cultus- 
ally nurtured and therefore the “understood” nature of man. Part 
of the man-culture rebellion can be understood as, "I am not wio I 
am understood to be,” or “Who I am and who you say I am are 
different,” or “Who I am and who I understand myself de =s 


not the same. : 
As we become more sophisticated 


understandings of man and more elaborate in 


r who man experi- 
for understanding 
nance is in terms of 


in our scientific 
our cultural defi- 
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nitions of rules for man, we have more difficulty rationalizing the 
most primitive genetic and biological heritage of man. Basic drives 
and aggression come primarily out of our primitive tribal heritage. 
Values, rules, and understanding or patterns of thinking come 
primarily out of our culture. Purpose is an acceptable negotiated 
adaptation of the two. If we are more responsive to our primitive 
instinct we are likely to exceed the acceptable cultural boundaries 
of behavior and be labeled and treated as irresponsible or crazy. 
We are likely to experience such responses as confusion or abuse. If 
we are more responsive to the cultural imperatives, our behavior is 
more likely to be viewed as appropriate but may also be viewed as 
cold and impersonal. We are likely to experience it as meaningless 
or “playing the game.” Man must be able to both feel good and 
survive. He must experience personal meaning in the pain of sur- 


viving. He must find a space for his passion. 
Who is man that science has been unmindful of him? 


What is science that it has given man power but comforted only his 
body? While it is true that science cannot be all things to all people, 
the point here is that the values and rules of science have come to 
pervade all things. 

Obviously both religion and psychology have to account 
for both purpose and problems. What we have failed to do is effec- 
tively integrate the concerns of both the religious heritage and the 
heritage of psychology in our analysis of basic questions. In our 
attempts at integration, as has been suggested, each area has largely 
co-opted the interests of the other so that religion is left without a 
God or psychology is left without a science. While the very impor- 
tant area of psychology of religion has worked on this area, it has 
been kept too much in the church and in the divinity school. 

Psychology did not start this way. Its earliest intellectual 
kinship was more with philosophy and theology. The scientific rev- 
olution, however, with the decline of the political role of the 
church, captured much of the momentum of the development of 
psychology. How one obtained information became more impor- 
tant than the information itself. This necessarily shifted the atten- 
tion of the empirically oriented psychologist to topics that could be 
studied within the constraints of available methodology. 

There have been other tracks in the development of 
psychology that have maintained a more philosophical orientation 
and methodology. These tracks have resisted the epistemology of 
traditional science. Existential psychology is one example. These 
tracks have been limited in their dispersion and impact because of 
the empirically oriented value system of society. 
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Asa result of our shift to the rules and realities of empir- 
ical science, we have looked for moral leadership in places that have 
no moral heritage. We have moral victories on battlefields that have 
been amoral. We have lost the sense of the good, the unnegotiable 
and inalienable right. We have substituted arguable evidence. The 
former was in ethics and religion; the latter is in science and law. 

The truth that was the province of religion and 
mediated in prophecy, Song, and poetry has been replaced by a 
thrust that is the Province of science and is mediated by equations, 
objectives, precision, and correct method. A concern with the 
supernatural has been replaced by an analysis of the natural. What 
was once the province of revelation is now the province of research. 
The moral defense of behavior has been largely replaced by the 
psychological defense of behavior, Metaphysics has been overcome 
by theory. 

The value is predomin 
reality. Man's Speculations, drea 
data to be understood and 
theoretical conception. Wh 
what we dream about. 

The work on the nature of m 
separated from work on underst 
work on problems is public, prof 
ceeds with little attention to the 


antly on the empirical world, the 
ms, and fantasies are considered 
Processed with reference to a particular 
at we know about subsumes and judges 


an and his goals has been 
anding the problems of man. The 
€ssionalized, and scientific. It pro- 
existential nature of man, which is 
y personal experience and religious 
rules such as those governing meditation or pi 
areas are divided by a basic conr; 
In a day When statistica] Prediction has replaced 
prophecy, when Skinner has replaced Socrates in education, how 
do we deal with alienation and death, with 


mat ; Pane Personal purpose and 
life? While we can dea With comparative theory, how do we deal 
with comparative reality? Perceptu ry deals with differential 
processing, not with differential reality, 


One of the major themes of history has been the prob- 
ized, 


lem of evil. Evil has been satan Personalized, Psychologized, 
and socialized. We have made it a Part of our nature and we have 


made it unnatural. We have found ways to overcome it and have 
simultaneously accepted it as always with us. Having found other 
concepts and languages for evil, have We come closer to its solution? 
Do we no longer need a demonology if we have an adequate psy- 
chology? R A : 

E & Many recent innovations in th 


: š inking and behaving have 
forced a reconsideration of the adequacy 


of our beliefs about man. 
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The absurd has gained legitimacy. The paradox has obtained cre- 
dibility in its own right. The revolution against convention, includ- 
ing the conventions of science as well as of aesthetics and ethics, has 
considerable momentum. Innovations in dress as well as in think- 
ing, in behavior, and perhaps in feeling have become commonplace. 
Concern with personal being, with community, and with being 
"straight" has increased substantially in the last decade. Man gets 
concerned about what he feels is important and does not have. The 
concern with mysticism, drugs, and alternative living arrangements 
can be viewed as man’s serious, and perhaps desperate, attempt to 
rediscover himself and his place in the world. Alternative struc- 
tures, reactivated sensitivities, and new realities are goals of people 
who still will to be in spite of a devastation of their experience. 

Perhaps as a result of discontinuities and paradoxes 
such as those suggested here, man more than ever needs a relevant 
myth to organize and make sense out of his own experience. 
Perhaps more than ever he needs a ritual to help him with forgive- 
ness and reconciliation. Perhaps more than ever he needs commit- 
ments that engage his deepest passions and purposes that challenge 
his most ultimate concerns. Perhaps more than ever man needs to 
reinstitute the place of the martyr as a legitimate alternative to the 
twentieth-century group process corollary, the scapegoat. Perhaps 
more than ever before man needs a place where it is expected and 
acceptable that reason does not reign. Perhaps more than ever 


before man needs to expect and honor instinctive "learning" that 
transcends his own language and prior experience. Perhaps man 
aal renewal, to know and fill both the 


needs to institutionalize persor 
space that is his own uniquely and that is all man's to share. 
s « h 5 


These are not the functions of science. As suggested 
earlier there is no scientific model that fits man. Yet science pro- 
vides the intellectual substructure that has permeated most think- 
ing about life. 

Theori 
basic to the 


motional disturbance, discussed in this 


es of e 
evolving science of human difference. 


volume, are 


They must be judged on the scientific grounds in terms of their 
own merit. But they must also be judged for the nature of the 


non of disturbance they describe as a property or charac- 
That is, what is man if a characteristic or condition 
of man can be that he is "disturbed"? Finally, they must be judged 
for their social consequences in terms of how man gets treated as a 
result of the particular theory or point of view. The pervasion of 

1 values and practices of the theory into the culture 


the thinking anc l 
must be a part of its assessment. 


phenome 
teristic of man. 
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reviewed in this volume. The 
vith systematically. Rather, the 
stions the authors have learned 
urbance. In some places the au- 
questions are a part of the manu- 
learly those instances since one of 


and their own response, not 
position. 


Existentialism: Another Perspective 


tion described earlier. 


js (PAD summ alism as “an attempt to 

reaffirm the import al by a rigorous and in 
€ nature of man” (p. 77). 
» already discussed, did not 
he problem of man. It fo- 


The traditional philosophy 
deal with the problem of 


morc oriented to subj 
data. Reality is perso : ngo 
of ulii Bode i edil be judged by criteria 
have to apply at other times 
Existence, in Kierkegaard’s 
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tions. Truth is what it Is experienced to be. The ier: ora bstrac- 
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€spair, anxiety, and faith 
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Allport (1960), in a symposium on existential psychol- 
t, while European existentialism has been preoc- 
cupied with dread, anguish, despair and nausea, with the courage 
to be being the only essential resolution or adaptation, the Ameri- 
can “quasi-existential order” (client-centered, growth, self- 
actualization, and ego therapies) is more optimistic. He also notes 
the inclination in American psychology to “recast existential dogma 


into testable propositions" (p. 95). 
Tiryakian, reviewing Jasper's work, asserts that there is 


no Science; only a variety of scientific disciplines, each perceiving 
the world or reality in different ways. Further, the various sciences 
rest upon assumptions which by definition are not subject to proof. 
“The realm of science is the realm of objectivity, but this does not 


exhaust all of being" (p. 115). 
Continuing to review 


ogy, points out tha 


Jasper’s position, Tiryakian goes 


on to say: 

s are not always aware of their intrinsic limita- 
tions, but the social sciences (n particular, psychology and sociol- 
ogy) are always confronted with their limitations in studying man. 
Man's freedom in choosing his actions is a foremost limit to the 
scientific pursuit of absolute knowledge about human behavior. 
Just as the sciences in toto Can only explore and explain objects” in 
the world and never the world itself, so the social sciences can only 
study aspects of man, but never integral man himself. Man as a 
whole has a nonobjective side which is impervious to scientific re- 


search. (pp- 115-116) 


Laing (1967) states, “physics and the other sciences of 
things must accord the science of persons the right to be unbiased 
in a way that is true to its own field of study” (p. 240). To be 
objective in the sense of depersonalizing is as much a mistake and 

ledge as personalizing things. “In contrast 


yields as much false know edge as person 
to the reputable ‘objective OF scientific,’ we have the disreputable 
‘subjective,’ "intuitive, or, worst of all, ‘mystical’.” 


The physical science 


He... [Freud]. -+ descended to the “underworld” and met there 
stark terrors. He carried with him his theory as a Medusa’s head 
which turned these terrors to stone. We who follow Freud have the 
benefit of the knowledge he brought back with him and conveyed 
o ustors He survived. We must see if we now can survive without 


using a theory that is in some measure an instrument of defense. 
(p. 25) 
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Gendlin (1962), analyzing the extreme positions of logi- 
cal positivism and existentialism in the debate regarding the science 
of psychology, notes that they both agree that humanly important 
areas cannot be investigated scientifically. The logical positivists are 
concerned that the integrity of science will be compromised in such 
an attempt. The existentialists are concerned that the integrity of 
human experience will be sacrificed. The largest group, he con- 


tends, is in the middle, calling for a new methodology in all sciences 
of human behavior. 


at the concept of experiencing is use- 
such a development. Experiencing is 
involved in all thought and behavior and is affected by behavior, 
; ymbolized and defined experiencing 

al criteria without altering its direct access 
the concerns of both groups. Gendlin 

Ork must be done, namely, the defini- 
not at all permissible to omit this portion 
(p. 20). To require 
les is "deadly." He 


erefore suggests a 
of logical and em- 
positivists, 

ic ratio 


pirical definitions of variables for the 
Most would argue that the bas nal-empirical posi- 


ological orientation 


new methodology for 
that will be most pervasive. garding the value system 
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cerns in the embryonic human Science e 
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Experience and Human Science 


The existential position affirms the im 
experience as the nature of what is real for him 
“noise” to be reduced or Systematically control 


Portance of man’s 
Experience is not 
led by design in 
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order to make possible the exposure of the more basic, less per- 
sonal, objective “facts.” Philosophically it is not only acceptable 
truth, it is all the personal knowledge of life that man ever has. It is his 
experience of his life that is the basis of his knowing that he lives. 
The uncertainty of experience is the agony of his existence. He is 
most alive when he is most uncertain, according to one existential 
proposition. In his alien state man is free to be, to decide, to act on 
his own private convictions—a leap of faith, since he has no exter- 
nal validation of the rightness of his decision. 

In his experience man has all of life he will ever know. 
He makes passionate choices that rule over his responses to and 
interpretations of the world. He is paradoxically always free, yet 


always exiled to his own experience. i 
It is here that some have looked for the material out of 


which to fashion a psychology of man. It is here the abnormal 
deviance hypothesis has been in conflict with the normal alienation 
hypothesis. In the analysis of experience, the dread and despair of 
existential anxiety must be understood apart from psychopathol- 
ogy, such as neurotic anxiety. It is in the personal theater of experi- 
ence that the mask of consensus is removed from social deviance 
and disturbance. Here delight may replace the registration of social 
distaste and disapproval. Acts of celebration may replace acts of 


oppression. : 
. an bears both the burden of social 


In his experience m | 
meanings and conventional patterns and the potential for fresh, 
open, direct encounter with himself and his unique meanings. 


While nailed to both genetic and social crosses of reason and pro- 
priety, man always has the potential for being the gull in flight. 

oa : ; a " eI " 
Rarely does he transcend the anguish of his dying. Yet, this resur- 


rection of spirit is always his hope and a spontaneo! > possibility: 

Laing, in The Politics of Experience, Views alimen: ass cs 
murderers and prostitutes—no matter to what culture, society, 
class, nation we belong, no matter how normal, moral, or mature 
we take ourselves to be” (1967. P- xiv). We have become estranged, 
Laing argues, from our authentic possibilities, nae E 
roots. “We are bemused and crazed creatures, strangers oon mS 
selves, to one another, and to the spiritual and material world. . . ." 
(p. xv). nust be claimed or discovered 


is not so much theory as authentic experience. em Preis 
ogy is the science of experience, the study of the relation etween 
experience and experience. In fact, experience 15 the only evi- 


Laing contends that what r 


160 PHILOSOPHIES or DEVIANCE AND SCIENCE 


dence. Behavior, in a science of persons, is a function of experi- 
ence, and both experience and behavior are always in relation to 
something other than self. Natural science does not deal with the 
phenomenon of the interaction of behavior and experience. It has 
no logic to express it and no method to analyze it. Theory is the 
"articulated vision of experience." 

Laing describes many domains and 
that are alien. "Many who are aware of fanta 
is the farthest that experience goes under 
Beyond that are simply ‘pathological’ zones 
tasmagoric mirages, delusions" (p. 11). 

He calls this human condition an almost “ 
devastation of our experience. Then there 
maturity, love, joy and peace" (p. 11). T 
ence from behavior. What is “normal” 


modes of experience 
5y believe that fantasy 
‘normal’ circumstances. 
of hallucinations, phan- 


unbelievable 
is empty chatter about 
his further divorces experi- 
then becomes a condition 


i 7 alienation, of being asleep, 
of being unconscious, of being out of on 


e's mind, is the condition of 
normal man (p. 12). Society educates children to“... lose them- 
selves and become absurd and thus be normal" (p. 12). Freud, 
Laing contends, demonstrated that “ 


r c ... the ordinary person is a 
shriveled, desiccated fragment of what 


€ a person can be” (p. 10). 
Regarding theory, Laing maint 


When we do rediscover 
confronted with a shambles, 


Bodies half dead; genitals dissocia 
from head; head dissociated from genitals. Wihan a nered 
with just enough sense of continuity to clutch at identity—the car. 
rent idolatry. Torn—body, mind and spirit—by inner contradic- 
tions, pulled in different directions, Man cut off from his pd 
mind, cut off from equally his own body—a half crazed creature in 
a mad world. (p. 33). 


ted from heart: 


We are all implicated. Such has 


3 m become the nature of 
current human existence. Therein lies the A 
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science and the potential for developing a truly human science. 
“Existence is a flame which constantly melts and recasts our 
theories” (p. 34). Much of current social science deepens the mys- 
tification of experience. Violence, Laing states, “cannot be seen 
through the sights of positivism” (p. 37). 


We must then repudiate a positivism that achieves its “reliability” by 
successfully masking what is and what is not, by serializing the 
world of the observer, by turning the truly given into capta which 
are taken as given by denuding the world of being and relegating the 
ghost of being to a shadow land of subjective values. (pp. 38-39) 


Watts (1961) too has substantially expanded the image 
of man as the focus of study. Differences between individuals and 
their social contexts lead to many different attempts to obtain relief 
from the conflicts generated by those differences. The escapes 
range from neurotic and even psychotic states to “socially permissi- 
ble orgies of mass entertainment, religious fanaticism, chronic sex- 
ual titillation, alcoholism, war—the whole sad list of tedious and 


barbarous escapes” (pp. 21-22). 
Watts goes on to state that if we are serious about under- 


standing the integration and disintegration of personality we must 
understand depersonalization, “those experiences in which indi- 
vidual self awareness is abrogated and the individual melts into an 
onger anchored upon selfhood" (p. 31). 
f is described in Hindu literature as unifi- 
h the cosmic being, atman, which tran- 


awareness which is no | 
This transcendence of sel 
cation of the individual wit I 
scends selfhood and materiality. 


ire such experiences; others dread them. Our prob- 
wins eda desimability, but the light which they throw on 
the relativity of our present-day psychology of personality. . . . 
Some other mode of personality configuration, in which self- 
awareness is less emphasized or even lacking, may prove to be the 
general (or the fundamental). (p. 31) 
hat the western idea of the ego trapped 
eath. He viewed Vedanta, Taoism, 
ciology and ecology as sources of 


knowledge and philosophy from which man could develop an iden- 
tity that transcends the concept of the ego. Our mistake has been 
to suppose that the individual is honored and his uniqueness en- 
hanced by emphasizing his separation from the surrounding 


Watts argued t 
man between loneliness and d 
and the western sciences of so 
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world, or his eternal difference in essence from his Creator. As well 
honor the hand by lopping it from the arm” (p. 32). 
Consistent with the spirit of these de 
(1972) has talked about the develo 
ence,” that focuses on the inner subj 
described psychology as ready to 


velopments, Lilly 
pment of a “new natural sci- 
jective space. Bakan (1972) has 
“kick the science habit.” 
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do, is provide him with similar powers relative to his human ex- 
perience. If man can predict and control the processes of his intui- 
tive life, then he has reached the outer limits of his creativity. 

Man has sensed the relatedness of many things: the 
wind, trees, seeds, rain, soil, seasons. These awoke poetry, art, and 
music in some, while arousing the sounds of science in others. The 
ecologists have generated a body of knowledge about the reciproc- 
ity of forces in a specified field. General systems theory has iden- 
tified methods for establishing a boundary and identifying interac- 
tive components which, if sufficiently specified, can provide advan- 
tage in power to understand the products or outputs in terms of 
the available energy and the relationships between the compo- 
nents. 

While to some extent the boundary is essentially arbi- 
trary, the language and concepts of systems would lead us to con- 
clude that "systemness" is inherent in the nature of things. We fix 
limited boundaries for utility; that is, we bound a system in terms of 
what we have interest in understanding for a purpose. We do not 
have the concepts or capability to manage the enormity of certain 
larger systems. 

Time has been used as a boundary, a dependable struc- 
ture to help order and understand events. It is not a boundary for 
the experience of men. Time is the basic structure and organization 
of man's ontogenetic history. It moves in the direction of increasing 
complexity in relating. Man's language and gestures are increas 
ingly complex as they become embedded in the time-place fixtures 
of the culture. What is subtle in one place and time may be quite 
overt at another. Children are maturing when they become more 
astute in making these distinctions. 

Art forms—music, dance, painting, literature, poetry, 
etc.—are relied upon more and more for man's cultural tran- 
scendence, that is, his escape from his cultural time-space impris- 
onment. Transcendence is essential for man to renew his attach- 
ment to himself, his sense of being alive, and to affirm that he is 
more than any cultural boundaries would suggest. Emptiness is the 
experience of no escape from the cultural quarantine of man’s 
spirit. If man’s essence is more than he knows himself to be and 
more than others know him to be (and it is or there would be no 
philosophy, no religion, no art), then he must have been one with 
it, else creation would indeed be a surrealistic joke. 

As he joins culture man integrates what he has made 
with himself, what God has made. It is this integration that makes 
power, love, man, and God mysterious. Time, aging, is the ally of 
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culture, not of man. The child that will “lead them” is a young 
child. 


The most deceitful seduction is that which convinces a 
child that joy is the promised land of the cultur 
condition of the future. The most unforgiveable sin may be the 
cultural conspiracy against the child which makes that seduction 
work. It takes time to con a child out of his spirit, to “channel his 
energies” and “develop his potential" Is it possible that human 
development is a process of deteriorating essence? 

Time is also phylogenetic. 
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gave it structure. Man who has connected his symbols and his 
myths shifts from mastered to master and back again. 

A painting is limited in time and place. It begins and 
ends with the paint and canvas. Yet if that were all, there would be 
no art to painting. Time and place are blurred by the intimate 
experience of the painter and his success in making it public. 

Unlike painting, music involves both the architect of the 
signals, the composer, and the builder, the musician who brings 
that structure into the field of the experience of others. 

It is significant to observe that these basic art forms are 
experienced by two different sensory modes, viz. auditory and 
visual. While it is true that a beautiful painting will frequently 
create associations that engage other sense systems not activated 
directly by the painting, the primary stimulus, the painting, is not a 
multiple medium. Man’s experience of the sense data goes above, 
below, and beyond the data provided. 

The question of man qua man has had more attention 
than the question of social man or the collect. We are now riding on 
the wake of two fundamental issues: man must now deal with his 
proximity to other men, if you prefer, social man and community; 
and, our understanding must extend beyond our recent and rela- 
tively short-lived logical positivistic epistemology. 

Man, a part of the larger order, has stationed himself at 
the center of knowing since it is his concepts and language out of 
which that knowledge is fashioned. Yet since the Psalmists and 
before, man has known that he was beyond his knowledge about 
himself. His sense of wonder and awe was in who he was and the 
modest experience of himself as a part of creation that included the 
stars (Psalm 8). 

The question of what is man, of the genus what is mat- 
ter, came rather recently in history. Man is a definable system of 
organic parts, a particular molecular structure, susceptible to mi- 
crobial hazards, genetic accidents, etc. The sin of science may be its 
seduction of man into equating the two questions. 


Review 


Theories of emotional disturbance have been generated 
which reflect quite dissimilar conceptions of man and of science. 
Some of the views are primarily committed to the basic structures, 
processes, and values of positivism and, therefore, maintain more 
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alliance with the rules of formal science. Other views are more 
interested in the phenomenon of disturbance and in understand- 
ing, systematically if possible, the experience of being disturbed 
and of disturbing. Different assumptions about the nature of man, 
the nature of deviance, the structure of knowledge, and the 
methods of knowing are involved. In this and a previous chapter an 
attempt has been made to explore some of these issues in consider- 


ation of the presentation of theories of disturbance set forth in this 
volume. 


In the other chapters these issues are not neatly sorted 
by theory. The formal theoretical work on disturbance has not 


been systematic in dealing with these issues. Consequently, to pre- 


sent them so here would be misleading. The assumptions about 
man, deviance, and knowledge are mixed, within as well as between 
theories. 


The division into sections on logical positivism and exis- 
tentialism, while not entirely arbitrary, should not be considered 
too absolute. The distinction made in the divisions of the book are 
more of relative emphasis than of absolute Position. Frankly, much 
of the work reviewed here is more in the mixed or middle res In 
some of the chapters the division is made within the capté itself. 
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PART FOUR 


Phenomenological 
Views 
and 


Approaches 


Phenomenological views are based on direct investiga- 
tion and description of the phenomena of deviance and distur- 
bance consciously experienced as free as possible from unexam- 
ined preconceptions and presuppositions. Edmund Husserl de- 
veloped the outlines of twentieth-century phenomenology. His was 
a descriptive psychology. He systematically examined and re- 
pudiated empirical psychology as the ultimate basis of logic. He 
made a systematic attempt to purify the phenomena of all merely 
factual ingredients as studied by the empirical sciences. He called 
for the suspension of belief in the reality of what seems to be the 
immediately given. He then tried to isolate the field of pure 
phenomena given with absolute certainty. The field includes 
each experiencer's own ego, his acts of viewing, and the phenomena 
itself in all its modes of givenness. 
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Beginning in 1916, Heidegger used the phenomenolog- 
ical approach as the most promising way of uncovering the 
categories of human existence. He saw the meaning of “being” as 
the supreme question, which could be approached by analysis of 
the beings that we ourselves are. He introduced a phenomenologi- 


cal approach to interpreting the ontological meaning of such 


human conditions as being in the world, anxiety, and care. 


Jean Paul Sartre used the phenomenological method for 


€ explorations of the imagination and the emotions. 
Phenomenology has 


Among the views 
phenomenology, 


CHAPTER SEVEN 


Labeling Theory: 
Sociological Views 
and 

Approaches 


The term “deviance,” defined as the breaking of social 
rules, is new in sociology. Many older sociological theories of devia- 
tion used other terms—crime, social disorganization, or social prob- 
lems. All the theories, however, focus on social rule breaking. 

During the 1960s, a theory of deviance was developed 
which has come to be identified as symbolic interactionist, social 
reaction, or labeling theory. The term symbolic interaction reflects 
the contributions of George Herbert Mead (1934). Mead theorized 
that the human self is a creation of communication with others. 
The process involves “taking the role of the other” in social com- 
munication. When two persons in communication are mutually tak- 
ing the role of the other, they are able to assign isomorphic 
(mirror-image) Meanings to the messages sent between them. A 


This chapter was written by Professor Don Des Jarlais, School of Educa- 
tion, New York University, and James Paul. 


171 


172 PHENOMENOLOGICAL VIEWS AND APPROACHES 


sender must be able to take the role of the other (the receiver) to 
know what meanings the receiver is giving to the symbols used by 
the sender. The social self arises through the process of repeatedly 
taking the role of the other and having others take one’s own role. 

Labeling refers to the public designation of a person as 
deviant. This process sets powerful social expectations in motion. A 
known deviant is expected to break rules. Labeling theorists em- 


phasize the effects of social expectations about known deviants and 
their opposites, known conformists. 
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or not anyone has a special interest in enforcing penalties against 
the rule breaker. 

Labeling theory stresses the role of agents of social con- 
trol. Agents of social control are those with the responsibility for 
enforcing social rules. They include the police, the court system, 
psychiatrists, teachers, and parents. It is the agents of control who 
invoke the labeling process. They are responsible for selecting, 
from among a number of rule breakers, those who will play deviant 
roles. This process is often carried out under the rubric of treat- 
ment or rehabilitation. 

Cultural transmission theory emphasizes the psycholog- 
ical similarities between deviants and conformists. Both have the 
same set of motives and psychological characteristics. Deviants are 
socialized into a nonconforming value system. Labeling theory goes 
one step further. It emphasizes the behavioral similarities between 
deviants and conformists. Both groups break social rules often, and 
both groups conform to most social rules, e.g., the thief may be a 
good parent. The differences between deviants and conformists 
are only apparent in their behaviors and are actually a result of the 
social reactions to their behaviors. 

Because labeling theory is dominant theory of social de- 
viance, and because it is gaining acceptance in fields outside of 
academic sociology, it is worth discussing the criticisms and re- 
visions that have appeared since the initial development of the 
theory. Several sociologists (e.g., Matza, 1969, Gove, 1970) have 
criticized the lack of emphasis in labeling theory on the contribu- 
tions of the rule breaker in the process of becoming deviant. Label- 
ing theory emphasizes the contributions of the agents of social 
control, but tends to ignore any contributions by the rule breaker. 
Matza (1969) focuses on the self-determination of the person be- 
coming deviant and argues that his active cooperation is necessary 
to the process. 

The second major criticism of labeling theory concerns 
the relationship between the labeling process and the adoption of a 
deviant role by the person labeled. Critics of labeling theory (see 
the volume edited by Gove, 1975b) maintain that the labeling proc- 
ess often prevents deviant acts by either leading to providing effec- 
tive therapy for the labeled person or through a deterrence effect. 

Proponents of the theory have responded (Becker, 
1963, Kitsuse, 1975; Schur, 1975) by maintaining that labeling 
theory is not a theory of the etiology of deviant acts, but rather it is a 
perspective that forces social scientists to examine the actions of all 
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the actors involved in the processes through which certain acts and 
Persons come to be perceived as in violation of social norms. To 
understand deviance in the context of labeling theory, it is as im- 
portant to study the actions of rule creators and rule enforcers as it 
is to study the actions of the rule breakers. 

Since theories of deviance tend to have a life span of ten 
to fifteen years, one may expect the criticisms of labeling theory to 
continue, and a new theory to arise in the early 1980s. 

In a curious way, labeling theory reintroduced the idea 
of social pathology into the study of deviance. Previous theories 
had mostly emphasized the social harm done by agents of social 
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Scheff concludes that the labeling process is the most 
important determinant of the behaviors associated with the term 
mental illness. 

Gove (1970, 1975a) argues that the individual contrib- 
utes to the process of mental illness. The psychiatric symptom is the 
most important part of the individual's contribution. 

There is also considerable evidence that when residual 
rule breaking comes to the attention of the psychiatric authorities, 
it is a result of conflict rather than accident. The conflict may be 
with the police (Hollingshead & Redlich, 1958) or within the work 
setting (Lemert, 1962) or within the family (Yarrow, et al., 1955, 
Sampson, etal., 1962). Admission intoa mental hospital may be seen 
as extrusion from a social system or escape from conflict within a 
social system. 

Given the emphasis on the actions of social control, the 
concept of social power runs throughout labeling theory.* The 
thoery emphasizes the relative power of agents of control over 
deviants, and the psychological effects of this state upon the de- 
viants. The interventions using labeling theory have thus been as 
much political as they have been therapeutic. The civil rights 
movement, in its efforts to remove discrimination against 
minorities in the labeling processes, is an example of an interven- 
tion based on labeling theory. Mercer (1973) has noted how label- 
ing works against blacks and Spanish-speaking persons in the ap- 
plication of the label “mentally retarded.” 


Deviance in Children 


Sociologists have not studied deviance in children to the 
same extent that they have studied deviance in adults. There is a 
voluminous literature on juvenile delinquency, but sociologists and 
Social psychologists have tended to treat adolescence as a period 
distinct from both childhood and adulthood (Gold & Douvan, 
1969). 

. Given that the study of deviance is concerned with rule 
breaking and social control, there are important conceptual dif- 
ferences in the study of deviance in children and the study of 
deviance in adults and adolescents. 


* E 96 as «plici ; > L 
Lofland (1969) has explicitly restated deviance theory in social power concepts. 
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Adults and adolescents are expected to both know the 
rules of their society and have developed the appropriate motives 
to follow the rules. Neither knowledge nor appropriate motives are 
attributed to children. Given this difference, the study of deviance 
in children tends to focus on how children learn rules and develop 
motives toward conformity to rules. 

Erikson (1964) believes that one of the functions of 
labeling deviance is in teaching social rules. Most social rules, such 
as the rule against lying, are not absolutes. It is often difficult for 
the child to distinguish between the acceptable, white lie and the 
unacceptable punishable lie. Varied forms of testing behavior helps 
identify the situations in which the rule against lying either is or is 
not applicable. When the label “liar” is involved, it is obvious that 
the rule holds. The public designation of a “liar” also helps clarify 
the rule. Lying becomes what a liar does in situations to which the 
rule is relevant. 

The study of how chil 
form has often been the stud 
to break rules are limited. 
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One of the reasons to expect socialization failures in 
American children is the wide variety of socialization agents, who 
often make contradictory demands on children. Lippitt (1968) de- 
fines the socialization community* as those members of the total 
community wih an interest in influencing the growth and de- 
velopment of the young. There are ten clusters within the socializa- 
tion community: 


l. the formal education system; 

2. the churches; 

3. the leisure time agencies with recreational, cultural, and 
character education programs; 

4. the social control and protection agencies, such as the police 

and courts; 

the therapeutic, special correction, and resocialization services, 

such as social workers, counselors, programs for the hand- 

icapped; 

6. employment offices and work supervisors of the young; 

7. political leaders who have an investment in involving the 
young in political activities; 


[e 


8. parents; 
9. like-age and older peers; 
10. the mass media. 


To some extent, there will be conflicting definitions of 
appropriate conduct within each cluster, and among the different 
clusters. Each conflicting group proposes its own set of rules for the 
young. In such a conflict situation, the distribution of power, that 
is, who can enforce his version of the rules, is of critical importance. 

Conflicting demands from different socialization agents 
produce a stressful situation for the person being socialized. 


SOCIOLOGICAL INTERVENTION 


Sociological-social deviance interventions are signifi- 
cantly different from physiological and psychological interventions 


*'The socialization community is a community of interest. It is not necessarily a 
community in the sense of common values, consistency, coordination, and frequent 


communication. 
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along a number of dimensions. It will be useful to clarify some " 
these differences before examining specific interventions in pee 
The first of these differences is simply one of scale. Sociological- 


of mental illness. An attempt to reduce the level of disorganization 


of magnitude than 
trying a new drug or undergoing Psychotherapy within a doctor's 
office. 


A second difference is that sociological-social deviance 


interventions require change in the behavior of the “nonmentally 
ill” as part of any intervention. Al] Sociological theories posit a 
strong relationship between deviant and nondeviant behavior. It 15 
sociologically impossible to have large-scale changes in the behavior 
of deviants without large-scale changes in the behavior of non- 
deviants. A sociological intervention would therefore be aimed at 
changing the behavior of nonemotionally disturbed as much as it 
would be aimed at changing the behavior of the emotionally dis- 
turbed.* 

A third difference is in the application of theory to in- 
tervention. Sociological-social deviance interventions are likely to 
be much less consistent with their theoretical bases than other types 


of interventions are with their respective theoretical basis. All in- 
terventions occur within the context of what is politically possible at 
a given time and place, and all mental illness interventions have 
political implications. For sociological-socia] deviance 
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concepts in assessing them. Physiological and psychological inter- 
ventions are typically assessed in terms of the behavior change on an 
individual, or the behavior change in a set of similar individuals. 
Sociological interventions should be assessed in terms of social 
change—change in the basic social conditions that affect all mem- 
bers of the society. Typically this change involves a new social 
meaning for the particular behavior in question. 

The most frequently made distinction in the study of 
social change is between the reform level of change and the revo- 
lutionary level. Some sociological writers make a distinction be- 
tween reform movements, which aim for change in a limited area 
of the existing social order, and revolutionary movements, which 
aim at a fundamental reconstruction of the entire social order. 
Smelser (1962) makes a distinction between norm oriented change 
and value oriented change. Norm oriented change is focused on 
the social rules of the society, with the intent of making the rules 
more consistent with the existing value system. Value oriented 
change is focused on the value system of the society, with the intent 
of replacing the old value system with a new one. The replacement 
of one coherent value system with a new coherent value system de- 
scribes a revolution. Adoption of a new value system requires new 
norms and institutions to symbolize and express the new values. 

In the area of mental illness, a reform sociological-social 
deviance intervention would modify social conditions to “help” the 
deviants “adjust” to the existing social order, and the nondeviants to 
“adjust” to the deviants. ‘Thus occurrence and intensity of mental 
illness would be reduced, and the existing social order 
strengthened. A revolutionary sociological-social deviance inter- 
vention would ask both deviants and nondeviants to convert to a 
new system of values and establish a new social order. Under this 
new order, occurrence and intensity of mental illness would be 
greatly reduced. 

Using the distinction between reform and revolutionary 
social change, and the previous distinction between logical positivist 
and phenomenological theories, four types of sociological-social 
deviance interventions will be discussed: 


1. Reform interventions based on logical positivist theories 

2. Revolutionary interventions based on logical positivist theories 
3. Reform interventions based on phenomenological theories 
4. Revolutionary interventions based on phenomenological theo- 


ries. 


Logical Positivist-Reform Interventions 


The best example of a large-scale logical positivist-re- 
form intervention is the community mental health centers pro- 
gram. Development of the concept of community mental health 
centers occurred during the 1950s, but it was the 1963 Community 
Mental Health and Mental Retardation legislation that produced a 
nation wide system. The mental health centers were to provide 
additional resources, interagency cooperation, and consultative 
services from professionals to the entire population on a suffi- 


ciently broad basis that the mental health of that population would 
be improved. 
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disorganization. The early Chicago sociologists saw social disor- 
ganization as the temporary result of immigrants adjusting to a 
radically different culture. This cause of social disorganization was 
also seen in the fifties and sixties in the form of migration within 
the country but was not considered the prime cause of high rates of 
deviance in the disorganized areas. The prime cause of high rates 
of deviance in these areas was structural strain within the social 
system. Merton’s formulation of anomie may be taken as a prototype 
of the contradictions within society that resulted in high rates of 
deviance. The theory implicit in the Community Mental Health 
Centers’ legislation thus combined the more logical positivist parts 
of functionalist theory with its basic social disorganization premises. 

The legislative mandate establishing the community 
mental health centers also envisioned prevention of mental disor- 
ders as a coequal goal with treatment. The theoretical bases for the 
prevention efforts have been considerably more diffuse than the 
theory implicit in the greater provision of therapeutic services. The 
major idea is that psychological stress contributes to mental illness. 
This concept is part of Durkheimian anomie theory, social disor- 
ganization theory, and functionalist theory, as well as numerous 
psychological theories of mental illness. 

Several strategies (Bloom, 1971) were developed from 
this concept for the prevention of mental illness. The first of these 
strategies is crisis intervention. Successful crisis intervention re- 
quires the identification of individuals in extreme stress, and then 
the provision of short-term services toward the resolution of the 
crisis. Crisis walk-in centers and suicide-prevention centers are typ- 
ical examples of the crisis intervention strategy. 

A second, earlier prevention strategy may be termed 
anticipatory guidance. This is an attempt toward presolution of 
anticipated crises. The typical form of anticipatory guidance is a 
group meeting, for example, with expectant parents. Drug educa- 
tion programs would also be considered efforts at anticipatory 
guidance. S ’ 

These prevention strategies, particularly the consulta- 
tion strategy, involve mental health professionals working with a 
wide variety of community members, rather than just with the 
mentally ill. This has had several important effects on the commu- 
nity mental health professionals. The first is a certain political 
sophistication from attempting to produce change in communities 
rather than change 1n individuals. The professional stance of the 
disinterested scientist-expert is not particularly effective in in- 
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fluencing community processes. 
reformer stance is required. 
A second develo 


More frequently an activist- 


pment resulting from community men- 
tal health work is a move toward new theory. A body of theory and 
data has developed. New disciplinary hybrid areas such as commu- 
nity psychology and community psychiatry are emerging. It ap- 
pears that these fields will include elements of ecological, so- 
cialization, and deviance theories. 


Logical Positivist-Revolutionary Interventions 
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The theory of deviance behind the Synanon organiza- 
tion is clearly a logical positivist theory. In what has come to be 
called Synanon's Manifesto the causes of drug addiction and the 
preferred methods of treatment are described (see Yablonsky, 
1965, pp. 56-59). The "addictive personality" is considered to be 
essentially a self-centered child. This child is placed in an "autocra- 
tic family structure" in which his behavior is subject to strict control. 
Concomitant with the behavior control are the brutally honest 
Synanon group sessions and the inculcation of an eclectic philoso- 
phy stressing the virtues of self-reliance. The "successful" Synanon 
member gradually acquires status and responsibility within the sys- 
tem and eventually becomes a truly “inner-directed person."* 

Synanon theory is thus clearly related to Durkheim's 
anomie theory. Durkheim postulated that man requires strict social 
regulation of his needs. Synanon communities provide such strict 
social regulation. Synanon theory is also clearly related to Freudian 
theory (control over the childish, self-centered id) and neo- 
Freudian ego psychology, e.g., the development of "controls from 
within" (Redl and Wineman, 1952). 

Synanon's ability to keep addicts from returning to her- 
oin use has become well known. This has led a number of other 
organizations working the drug addiction field to adopt many of 
Synanon's methods. In addition, Synanon's influence can be seen 
in the various psychotherapies that can loosely be called "attack" 
therapy (see Yablonsky, 1965; Bach, 1968). Synanon has become 
something of a social movement in addition to a drug addiction 
treatment. 

There are, however, two recurring criticisms that must 
be considered in assessing the Synanon intervention. Coinciden- 
tally, it is these criticisms that most clearly show Synanon as a revo- 
lutionary reform intervention. The first and most important criti- 
cism is that Synanon does not "return" the cured addict "to the 
community." Once a person becomes a full member of Synanon, he 
rarely becomes a conventional member of the community. He usu- 
ally remains a permanent member of the organization. This is in 
Sharp contrast to the other drug abuse treatment programs that set 


*Charles Dederich, the founder of Synanon and primary developer of the Synanon 
method and philosophy, points out that the classic nineteenth-century inner- 
directed personalities did originate in authoritative family environments (Yablonsky, 


1965). 
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the goal of functioning in the larger society as the ultimate goal of 
the treatment process. 

In contrast, Synanon is a “life style” that the person 
adopts after discarding his “dope fiend” life style (Yablonsky, 
1965). Given that this new life style permits full development of the 
person according to his own (newly adopted) values, why should he 
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most part they are involved in monitoring the activities of children 
in different social settings and intervening in those situations where 
they believe the children’s needs are ignored or children’s rights 
violated. The interventions range from providing feedback to the 
responsible adults in the setting where the unmet needs are iden- 
tified, through policy development and reformulation, to the 
courts where the legal issues are confronted directly. 

Various advocacy programs relate to one or more of the 
following aspects of the rights of children: 1) their rights as learn- 
ers to have an educational program that responds to their particu- 
lar learning style and needs, 2) their rights as human beings to have 
a warm environment that regards them with dignity and responds 
to their needs, and provides reasonable opportunities for them to 
experience themselves as worthy and adequate, and 3) their rights 
as citizens with constitutional protections. 

While there are many issues of concern to child advo- 
cates, the labeling of children is a central concern in almost all child 
advocacy programs. Here child advocates borrow directly from the 
social deviance theory of labeling. Child advocates maintain that 
the labeling of children, e.g., as “mentally retarded,” or “emotion- 
ally disturbed,” is too frequently done on bases that are irrelevant 
to the child’s social functioning (Mercer, 1968). 

A second central concern of child advocates is the harm 
done to children under the guise of bureaucratic rules. Such rules 
are seen as having a logic of their own that is contrary to the inner 
logic of the child’s experience. This concern is very similar to Mer- 
ton’s concept of “ritualism” and other dysfunctional aspects of 
bureaucracy. 

The child advocacy movement is clearly a reform 
movement in that it is in agreement with the expressed ideals of 
American society, but wishes to bring the experiences of children 
closer to those ideals. 


Phenomenological-Revolutionary Interventions 


There are probably revolutionary interventions based 
on phenomenological theories of social deviance. Labeling theory, 
with its basis in symbolic interactions, is the most phenomenological 
of the theories, and is oriented towards continual reform rather 
than revolution. Labeling theory takes a critical stance towards all 
groups possessing social power and thus is not appropriate for 
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advocating the replacement of dominant power group by a new 
dominant power group (Becker, 1973; Lofland, 1966). 
Phenomenological-revolutionary movements tend to be 
based on mixtures of theology and political 
sociology. They are based on a view 
view of social rule breaking. The Psychedelic movement of the 
middle 1960s can be used as an example (see Leary, 1968; Rubin, 
1967). This social movement can clearly be considered revo- 
lutionary in its advocacy of new values, rituals, styles of interper- 
sonal interaction, and modes of Personal expression. It is also 
clearly phenomenological in its emphasis on the primacy of mysti- 
cal experience and the value of altered states of consciousness. 
This social movement questioned the concept of “mental 
illness” and emphasized the need tc have 
erance for the behavior of individuals. Ps 
experienced by individuals were like] 
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clear that these movements do meet many of the social and 
psychological needs of their members. 


Summary 


From a sociological perspective, “mental illness” be- 
havior involves the breaking of social rules. Thus mental illness will 
always involve questions of moral judgments and conflict between 
those enforcing social rules and those seen as violating the rules. 

Mental illness must also be seen as a social production. 
Social factors may hinder or facilitate the performance of “mentally 
ill” behavior, influence the public recognition of the behavior as 
“mental illness,” and affect the provision of treatment for the be- 
havior. The various deviance theories emphasize different social 


factors in these processes. 
Sociological interventions are focused on altering the 


rates of occurrence of mental illness rather than upon treating 
individual cases. Thus they require social changes—at least in the 
distribution of resources and power among groups within society, 


if not in basic values and institutions. 
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From the point of view of the ecological perspective 
there is no denial that some members of a collective unit may find it 
difficult to follow prescribed social pathways in daily living. There 
is no denial that some individuals experience psychic pain. There is 
no denial that some have physical anomalies. However, the social, 
physical, and psychic process by which these factors become a dis- 
ability is a collective process. It is a holistic phenomena in which the 
factors mentioned above are transformed into deviance. This de- 
viance transformation can occur against a background of cultural 
avoidances peculiar to the society or collective unit in which it oc- 
curs. Human factors avoided by one society may be idealized and 
cultivated in another. Visions can be hallucinations or divine reali- 
zations depending on the culture and the period of time in which they 
occur. A hunchback can beran orthopedic disability or a gift of 
God, depending on time and place. Homoerotic male behavior was 
manly love in the soldiers in Plato's Republic, but homosexuality is 
pathology or sin in Boise, Idaho. 


Ecology and Variance in Children 


The ecological point of view is oriented to adaptation. It 
is concerned with the adaptation between the organism and his 
environment. The term environment has a much broader connota- 
tion than its current usage. Helm (1972) suggests that in ecology, 
environment is treated as "oecumene," thus comprehending not 
only space and habitat but the sociocultural resources and groups 
beyond the society. It implies the "known world" of any particular 
people. Ecology is from the Greek word ekos or house. Its precise 
origin is not known, although it is attributed to the German 
naturalist and Darwinian Ernst Heinrich Haeckel (1834-1919). 
Paul B. Sears, in his book Charles Darwin: The Naturalist as a Cultural 


Force (1950) writes: 


Haeckel's grasp of the problems of living nature is suggested by the 
fact that he coined the word oecology,” now ecology, to cover the 
study of the broad configurations which exist within and among 
communities of organisms. (p. 42) 

Dictionary definitions of ecology currently consider it in two ways: 


1. a branch of science concerned with the interrelationship of or- 
ganisms and their environments; and 
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2. the totality or pattern of relationships between organisms and 


their environment. (Webster's Seventh New Collegiate Dictionary, 
1969). 


As applied in the field of child variance, the ecological 
point of view shifts the focus from the child and his personality, 
psychic make-up, and behavior, to the problem of mutual adapta- 
tion between the child and his "community." It is concerned with 


the broad configuration independent of the individual child in that 
configuration. 
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Calhoun has been particularly effective in controlling 
space. Under crowded conditions, behavioral pathology became 
extreme in rat colonies. The consequences of behavioral de- 
viations were most apparent among the females who were unable 
to carry pregnancy to full term or to survive delivery of the litters if 
they did. An even greater number, after successfully giving birth, 
fell short in their maternal functions. In the males, behavior dis- 
turbances ranged from extreme sexual deviation to cannibalism 
and from frenetic overactivity or hyperactivity to a pathological 
withdrawal from which individuals would emerge to drink, eat, and 
move about only when other members of the community were 
asleep. 

In other studies Calhoun was able to produce widely 
varying abnormal types within a single colony by designing ecologi- 
cal traps (Calhoun, 1967). Within the same colony he could pro- 
duce abnormal aggression, abnormal withdrawal, extreme 
homosexuality, etc. Later, in physical pathology studies of these 
same animals, he was able to demonstrate gross physical changes 
and differences corresponding to the behavioral types. Both ad- 
renal weight and heart (ventricle) weight were positively correlated 
with observed behavior. The more the animal withdrew from social 
interaction, the fewer the demands that seemed to be placed upon 
these vital organs. 

These experiments dramatize the fact that although the 
organism somehow ingests his or her surroundings and gives back 
a reflection of it in behavior, organ-systems and lifestyle, the 
maladaptation is a composite of person and setting. The setting 
contributes its portion of the pathology. It also indicates that alter- 
ing the environment in “pathological” directions can have multiple 
effects on multiple individuals. 


Habitat, Setting, Environment 


Ecologists always consider the individual, group, and 
behavior as components of the environment or habitat. They are 
convinced that it is only through social convention that our mental 
structures separate these components from the whole. The follow- 
ing extract about behavior and settings is representative (Barker, 
1969). 
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Our data show that people and other 
the environmental units the 
generator is a component of an engine and a bat of a ball game. 
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The individual usually finds his way, or is shunted into, 
these contrived niches through a succession of ecological traps that 
are set up by the society and social system to defend against varia- 
tion in its members. When the individual departs from the species 
stereotype of the community or the subsystem of the community, 
he sets into motion a progressive series of ecological traps. These 
ecological traps continue until the community or one of its subsys- 
tems has either extruded him or maneuvered him into a contrived 
and alien niche, a cul de sac in the ecosystem. The niche not only 
invites and interacts with certain patterns of behavior and activity, 
but it tends to fix and hold the relationship in that particular pat- 
tern. 

The deviant categories themselves—mental deficiency, 
mental illness, delinquency--provide culturally created ecological 
niches that lead to a way of life that is alien, isolated, and socially 
without function. In addition to outright extrusion procedures that 
are formalized within organizational units such as schools, court 
systems, welfare systems, etc., these systems have developed socially 
or culturally created ecological traps that put the individual into an 
environmental bind. The track-system, and even some aspects of 
special classes within the educational system might be viewed in this 
light. The very processes and procedures of the legal, detention, 
probate, and policing patterns within the juvenile section of the 
social system of legal correction have been seen by many authors as 
creators of delinquency. The surveillance processes of this particu- 
lar system can be viewed as a culturally created ecological trap. 

The way in which social systems can process people into 

alien and spurious niches through ecological traps is evident in the 
Riverside, California, study by Jane Mercer (1968). In studying 
mental retardation and its variety of meanings, Mercer was in- 
terested in mental retardation as "an achieved social status." She 
Says: 
Mental retardation is an achieved status. It is a position in the 
group that is contingent upon the performance or, in this case, the 
lack of performance. of the individual. Thus, mental retardation is 
specific to a particular social system. A person may hold the status 
of a mental retardate in one social system yet participate in other 
social systems in which he is not regarded as mentally retarded and 
hold that status. (pp. 12-13) 


does not 


Mercer found that the major definer in the community 
was the school system. If the school system assigned the status of 
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mental retardate to a child, other agencies, such as welfare and 
corrections, were likely to accept the school label. In studying the 
mildly retarded in the school she discovered that not all children 
with low IQs achieved the status of retarded. It was found that in 
order to achieve such a status in the school system the child pro- 
gressed through several rather clearly differentiated states as he 
moved from the status of “normal student” to the status of “EMR” 
student. 

In Riverside, the first Step to acquiring the status of 
EMR is to enroll in the public school system rather than the 
Catholic school system. The Catholic school system had no special 
classes, therefore none of its students were labeled mentally re- 
tarded. 

The second step is to fail to?neet the role expectations of 
the teacher. The student may be assigned a deviant status by being 
asked to repeat a grade and thus become a "retained student." Of 
the EMR children studied, 72 percent had repeated one or more 
grades at some time during their educational careers. (This did not 
happen to all children with low IQs.) 

The third stage is attained if, afte 
the student still does not perform satisfactorily according to the 
teacher's expectations, Here, the teacher m 
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conference” may decide that although the child scored low on the 
IQ test, he or she is really emotionally disturbed rather than re- 
tarded, and thus, is not recommended for placement and returns 
to regular class status. 

In comparing children who achieved the status of men- 
tal retardation with other children of the same intelligence quotient 
level who did not achieve such status, Mercer (1968) discovered 
that teachers’ reactions and perceptions of the child played an im- 
portant part in acquiring or failing to acquire the status. A child 
who was perceived by the teacher as having low academic compe- 
tence, poor adjustment, poor work habits, low competence in En- 
glish, and few friends was also perceived as having low mental 
ability and as “mentally retarded.” A child of the same IQ level who 
was seen as having low academic competence and poor adjustment, 
but at the same time was seen as possessing good work habits, 
relative competence in English, and was easy to manage and liked 
by peers, was not seen as having low mental ability and was not 
perceived as mentally retarded. 

Thus, it can be seen in this set of studies that a child may 
be shunted through a variety of binds into a superfluous or spe- 
cially contrived alien niche. It is also apparent that the way in which 
the teacher, the psychologist, the parent, and peers respond to the 
child plays a part in ascribing deviation and in processing the child 
into a spurious niche outside the mainstream of life of the larger 
ecosystem. 
The word “niche” comes from the French “nicher,” to 
nest. Webster's Seventh New Collegiate Dictionary defines niche as “a) a 
place, employment, or activity for which a person is best fitted, and 
b) a habitat supplying the factors necessary for the existence of an 
organism or species" (p. 570). 

In focusing on behavior, Sells (1966) says: 


. it may be said that the response repertoire represents the 
natural way in which a species "makes its living" in the natural 
environment. (p. 134) 


Duncan and Schnore (1959), in trying to define niche 
from the sociological point of view, say that one of the most impor- 
tant concepts in ecology is the pattern of acüvity. At the comman 
sense level the closest approximation to the ecological use of “activ- 
ity” is the notion employed by the term “occupation.” 
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"Functionary" is a less frequently used term that carries a similar 
connotation and—within general ecology—the concept of “niche 
designates practically the same thing. (p. 137) 


Hawley (1950) says that a useful conception in studies of 
communities is the niche, or functional role, because this concept 
focuses attention upon what organisms do in the habitat rather 
than upon their morphological characteristics. From this perspec- 
tive, a community may be viewed as an organization of niches, since 
the activities of each class of organism influence the activities of 
every other class in the association. In defining niche, Odum (1963) 
claims that ecologists use the term habitat to mean the place where 
the organism lives, and the term niche to mean the role t 
organism plays in the ecosystem; the habitat is the “addres 
the niche is the “profession.” 

From the organism's perspective, niche implies the place 
that the individual has found for himself (or a species or popula- 
tion has found for itself) within a constant set of circumstances in 
an ecological unit. From the point of view of the environment, it is a 


place that has been made for the organism (or population) by the 
environment and its collective. 
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harm to our whole system by our extensive campaigns to change 
such individuals one by one. Perhaps there is a need to consider the 
whole social unit as maladapted and, instead of interfering with the 
processes of the single individual, perhaps we should try to exam- 
ine and intervene in the comprehensive, holistic system. Ecological 
research has not given us enough information yet for pinpointed 
intervention methodology, but it has clearly shown how the whole 
can be changed by adventitious changes in a particular aspect of the 
whole. 

For instance, rapid and violent social changes can influ- 
ence infectious physical processes by disrupting established social 
relationships (Chapman, Hinkle, and Wolff, 1960). The occur- 
rence of epidemics and increased morbidity from infections among 
human populations during periods of major change, readjustment, 
and mass dislocation is well known. Increased industrialization dur- 
ing the nineteenth and twentieth centuries and the resulting mi- 
grations from rural to urban life and from one country to another 
resulted in high morbidity from tuberculosis. The high mortality 
was usually considered the result of exposure to cold and rain, lack 
of food, excessive effort, crowding and contact of a migratory 
population with new and fresh sources of infections to which they 
have developed insufficient immunity. The explanation, however, 
is probably more complex. Ina given society, mortality from tuber- 
culosis has been found to be closely tied to the period in the history 
of a culture when the use of industrial machines becomes wide- 
spread. Mortality reaches its peak about ten or twenty years after 
industrialization and thereafter falls off rapidly. 

The incidence of hyperthyroidism in Norway increased 
100 percent during the first year of World War II, when the coun- 
try was invaded. These, and other medical observations have led 
Dubos (1969) to conclude that there is reason to wonder whether 
any microorganism cannot become the cause of disease if suitable 
conditions are provided for it. There are many circumstances, 
some being of common occurence in human medicine, where the 
physical, chemical, physiological, and probably psychological fac- 
tors that affect the host, play far more decisive parts in the causa- 


tion of disease than does this or that microorganism. 
In 1865, when Pettenkofer was appointed the first pro- 


fessor of hygiene at the University of Munich, health conditions in 
that city were very bad. The general death rate was 33 per 1,000 
population, sanitary conditions and housing were appalling, and 
industrial expansion was making the situation worse. As a contrast, 
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there was the city of London. England was the first country to 
experience the ill effects of industrialization and the first country to 
react against them. Her social reforms of the mid-nineteenth cen- 
tury put her far ahead of other countries in matters of health. In 
London, the general mortality had dropped to the then remarkably 
low level of 22 per 1,000 population. 

Using this example, Pettenkofer decided to make 
Munich as healthy as London. Pettenkofer saw that the social envi- 
ronment, as well as the physical environment, was part of man’s 
biota or ecosystem. He realized that customs and habits have a 
great influence on health and must be investigated just as carefully 
as physical factors. 

Fortunately, Pettenkofer was acutely aware of the im- 
portance of the political power of the society in bringing about 
necessary reforms to transform Munich. With the cooperation of 
the political forces, clean water was brought from the mountains, a 
new sewage system was installed with outlets of carefully estab- 
lished safety, a new public slaughterhouse was built and food in- 
spection was rigorously enforced, housing projects were launched, 
health commissioners functioned in every community, and it is 
supposed that there were other important changes in the manner 
of living. 

Using London as his ecological model, he continued to 
push reforms; and by the end of the century he had reduced gen- 
eral mortality to the rate of 29 per 1,000 population. Munich was 
then one of the healthiest cities in Europe. 


In citing the Munich experience, Rogers (1962) says: 


This case study suggests that we might reduce the confusion and 
perhaps be more efficient as well as effective in our preventive 
programs if we could learn to see our ecosystem and its health 
problems in larger chunks rather than increasingly smaller ones. 


(p. 761) 


He also says that this example suggests that ecological models 
might be employed effectively, now as they were then, even though 
the exact etiological factors remain unknown. 

Early ecological studies of the relationship between "the 
spatial pattern and the moral order" of 


“holiem” urban areas present other 
examples of the “holism” of the ecological f 
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that there were variations in mental life and behavior within the dif- 
ferent sections. It was shown with reasonable certainty that the high 
rates of delinquency were products not of biological inferiority of 
the population stocks that inhabit the slum areas, nor of any racial 
or national peculiarity, but rather of the nature of the social life in 
the areas themselves (Shaw & McKay, 1931). The delinquency rates 
remained constantly high in certain urban areas that were inhab- 
ited by as many as six different national groups in succession. Each 
nationality suffered from the same disorganization in these areas 
and each nationality alike improved after moving away from the 
deteriorated areas. 

Other studies in Chicago showed “natural areas” for 
high rates of suicide (Carvan, 1928), mental retardation (Jenkins & 
Brown, 1935), and "hoboliemia" (Beck, 1956). 

This review of classical concepts in ecology, along with 
the illustrative data on organismic variance, puts disturbance in a 
special perspective. Child variance is related to the ways of life in a 
particular place. Ways of life can be analyzed into such conceptual 
tools as occurrence, adaptation, habitat, niche, holism, etc. Never- 
theless, it is the ways of life that create, energize, process, and 
maintain variance. The kind of variance (disturbance, retardation, 
delinquency) is not as dependent on the state of the organism as on 
the ways of life flowing through the organism in a particular place 
at a particular time. 

If the place and time codes certain acts as disturbance, 
the child is processed through disturbance machinery into a distur- 
bance niche. If the acts are coded as delinquent or retarded, the 
child is processed into a different alien niche. In any case, aliena- 
tion is the state of his existence. 

Many different organismic sciences can apprehend this 
particular plight of a child relegated to variance status by the ways 
of life in a particular place at a particular time. Sciences such as 
sociology, psychology, medicine, ethology, and anthropology have 
provided important data relative to disturbances in an ecosystem. 

The next section will review representative studies from 
a variety of disciplines to show how the ecological perspective is 
applied in each science. 


Sociology and Mental Disorder 


In earlier ecological studies of the urban areas by the 
“Chicago School” of sociologists it had been shown that there was a 
distinctive pattern identifying natural areas of the city, what one 
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might call different ways of life in a city. Such indices as the per- 
centage of foreign-born, the percentage of homes owned, the sex 
ratio, and median rentals paid, the density of population, the rate 
of mobility, the educational rate, the percentage of rooming houses 
and hotels, and the percentage of condemned buildings, roughly 
tended to identify certain areas and to differentiate between them. 
These indices could be said to measure the extent of social disor- 
ganization between the different communities and the natural 
areas of the city. At the same time, other types of d nt 
social problems such as juvenile delinquency, illegitimacy, suicide, 
crime, and family disorganization, might be considered as indices 
representing effects or results of certain types of social processes or 
ways of life. In all of these social problems of a city there was the 
concentration of high rates close to the center, with rates declining 


in magnitude as one travels in any direction toward the city's 
periphery. 


ata, representing 
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In order to give a clearer u 
ecology of “insanity” in Chicago, Faris and Dunham divided the 
city into five concentric circles, each containing four or more zones 
within a two-mile radius of each other, with the exception of Zone 
1, the central business district, constructed on a one mile radius. On 
their sectional map of the as clearly shown that by far the 
highest rate for “insanity” in the city occurred in the central busi- 
ness district, in the center circle or Zone 1. In every zone, in every 
section of the city, with the exception of the southwest side, there 
was a steady decline in rates as one traveled from the center of the 
city to the periphery. 

Faris and Dunham (1965) 


e foreign-born 
al sections and the 
nities had the low- 
ality inhabited that region. 
nderstanding of the actual 


city it w 


concluded that: 


This presentation definitely est 


i l ablishes the fact that insanity like 
other social problems, fits into 


the ecological structure of the city. 


Ecological Views and Approaches 203 


As such the distribution of insanity appears to be a function of the 
city’s growth and expansion, and more specifically of certain unde- 
termined types of social processes. (p. 37) 


Many similar studies have been conducted in other 
cities, generally confirming the area or section distribution shown 
by the Faris and Dunham study (Schroeder, 1942; Green, 1939; 
Hyde & Kingsley, 1944; Hafner & Reimann, 1970; Levy & Rowitz, 
1973). More recently, studies of this sort have turned toward the 
relationship between social class and mental illness rather than sub- 
communities and mental illness—e.g., the Midtown Manhattan 
study of total prevalence of mental illness (Srole et al., 1962; Lang- 
ner & Michael, 1963) and a major study on social class and mental 
illness by Hollingshead and Redlich (1958). These studies propose 
to show a definite relationship between occupancy of a social class 
status and mental illness, with the lowest socioeconomic groups 
having the highest rates and the highest socioeconomic groups hav- 
ing the lower rates. 

Much of the research on social class and mental illness 
has been reviewed by Petras and Curtis (1968). They note that the 
literature has shifted away from an emphasis upon conditions in- 
herent within individuals and social groups to an emphasis upon 
explanations in terms of faulty interaction processes between the 
individual and the group. This emphasis is, according to Petras and 
Curtis, best incorporated in the phrase "social stress." 


Medicine and Mental Illness 


Medical studies in human ecology place an emphasis on 
the responding side of the adaptive relationship and look closely at 
the individual and his reactions to stress between himself and his 


environment. 
The individual's perception of his environmental world 


can take on all aspects of a real external threat, and if he perceives 
threat his body reacts as though the threat was real. Under circum- 
stances perceived as threatening, he may inappropriately evoke 
primitive metabolic or reproductive patterns that ordinarily serve 
to maintain the body and the stock. The individual's adaptive and 
protective patterns are limited in number, and the form of the 
reaction is shaped by the particular history of experiences of the 
individual rather than the particular noxious factors evoking the 
reaction. Bodily functions that are usually phasic become continu- 
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ous. Involved tissues are pressed beyond their limits. Devices ordi- 
narily serving to protect the body then destroy tissue. 

A large-scale study of men and women in the context of 
their environment, and its relationship to their health was con- 
ducted by Chapman, Hinkle, and Wolff (1960). The life stories of 
more than 500 ostensibly healthy people were analyzed; shorter 
segments of the lives of approximately 3000 were observed. This 
sample not only included native American 
groups of foreign-born 
tradition. 


5, but also homogeneous 
persons, with an entirely different cultural 


These researchers found that illness was not spread 


evenly through these populations. During the prime of life only 
about one-quarter of the individuals accounted for more than 
one-half the episodes of illness. In some groups there were more 
than twenty times as many episodes of disabling illness in the “least 
healthy" members as there were in the *most healthy." 


These individuals with the greatest number of illnesses 
also had the greatest vari a great deal of 


lety of illnesses. Those with 

illness not only had many minor, but often numerous major disor- 
ders of medical, surgical, and Psychiatric nature, including infec- 
tions, injuries, new growth, and serious disturbances of mood, 
thought, and behavior. 

These researchers found that e 
clustered during particular, limited Periods of time contiguous 
with other periods during which few or no illnesses Gecusred. They 
found that the periods of high illness corresponded with the 
periods perceived by the individual as the most threatening. They 
found that those more often ill, in Contrast to those least then ill, 
usually viewed their lives as having been difficult and unsatisfac- 
tory. These individuals were evaluated as being more inflexibly 
oriented toward goals, duties, responsibilities, Typically, they were 
in conflict over pursuing their own ends an ambition? on vius decis 
hand, and acting responsibly and according to early learned prin- 
ciples about wives, children, parents and friends, On the Lon 
hand. They "took things seriously" anq Were anxious, self- 
absorbed, "turned inward," and unduly sensitive. i 

In contrast, those who were rarely ill often viewed their 
lives as having been relatively satisfactory. In general, they viewed 
themselves as having had preferred sibling Positions, good mar- 
riages, and rewarding careers. . 

Yet, within a given population when t 


s he most healthy 
were compared with those who experienced the Breatest amount of 


pisodes of illness often 
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illness, it was evident that physical hardships, geographic disloca- 
tion, exposure to infection, rapid social change, and interpersonal 
problems occurred with almost equal frequency in their lives. 

Chapman, Hinkle, and Wolff (1960) interpret these 
findings as evidence that the relationship between the occurrence 
of illness and difficult life situations is not solely with the difficulty 
of the situation as seen by a neutral observer— 


... but is closely related to the amount of threat in the situation as 
perceived by the person who experienced it. (p. 195) 


They say that their studies indicate that not only psychosomatic 
illnesses but symptomatic illnesses of all kinds arise in and are re- 
markably influenced by environmental circumstances perceived by 


the individual as threatening. 
Grace, Wolf, and Wolff (1951) observed that in those who 


perceive themselves as threatened in a given way, the mucous mem- 
branes of the large bowel become engorged and motility and secre- 
tion is augmented. This is the pattern of ejection used in ridding the 
organism of materials inadvertently taken in. In this case, however, 
it is being evoked inappropriately to help the individual rid himself 
ofan unattractive interpersonal problem that cannot be dealt with in 
this way. Abnormal secretions and the byproducts of breakdown 
may then destroy the lining of the bowel, resulting in ulcerative 
colitis. 

Chapman, Hinkle, and Wolff review many other studies 
that have concentrated on a variety of the body's organs to demon- 
strate that these organs become more readily damaged during or 
following periods perceived by the individual as threatening. They 
claim that these changes could be induced or terminated rapidly by 
appropriate alteration of the environment. 

Fried (1964) suggests that higher rates of psychotic dis- 
orders appear among the lower status group either because low 
status is stressful in and of itself, or because the limited resources 
available to people of low status results in greater impact and/or 
cumulation of other stresses and crises. He then discusses the find- 
ings of Jaco's (1960) study that psychiatric disorders are dispropor- 
tionately high in the unemployed as distinguished from all other 
occupational categories, Fried (1964) says: 


Thus, the ME association of low socio-economic status and 
treated psychiatric disorder could result from the fact that unem- 
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ployment is higher in the lowest status levels and is also markedly 
associated with psychiatric hospitalization or treatment. (p. 417) 


There isa similarity 
is itself stressful and the Cha 
research that confirms the pa 
fensive reactions of the body 


in Fried’s hypothesis that low status 
pman, Hinkle, and Wolff review of 
thology of excessive adaptive or de- 


to perceived threat. They point out 
that when a person feels his Prestige endangered, the glands of 


internal secretion—the Pituitary, the thyroid, and the adrenals— 
may respond as though his very existence were in jeopardy, as by 


starvation, or by the sudden unusual demands of low temperature 
or violent action. 


Ethological Studies 


As we turned to the medical lite 
the individual organism, we noted how human adaptation or exces- 
sive adaptation efforts also seemed to cluster together in individu- 
als as part of the larger configuration of maladaptation. Various 
conditions of ill health, disturbed behavior, abnormal mental states, 
etc. seemed to congregate together in the same individual. 


Let us turn now and examine another holistic 
phenomenon—the y vay in which a living collective or aggregate acts 
in unison within a circumscribed environmental area as a disturbed 
composite. First, we will review a few ethological studies of animal 
behavior in which an individual is singled out as a collective object 
of disturbance; and then we will attempt to demonstrate the pro- 


gression of the same aggregate phenomenon into primitive human 
collectives. 


rature and focused on 


This phenomenon is offered as a further instance of the 
holistic nature of maladaptation 


holisti or disturbed relationship between 
individual and setting, In examining the relationships within the 
collective, disturbance can be viewed as a “community state” in 
which there is assembled Participation. It might be described as an 
agitated energy state which suffuses a collective. In this state, the 
established system of exchanges occurring within a particular 
aggregate setting becomes arhythmical and inharmonious as a re- 
sult of either a single event or à dissonant pattern of events that 
precipitate It. 


In order to explain what i 


$ meant by an emotional dis- 
as a community or collectiv. 


e phenomenon rather than a 


turbance 
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property of an individual, it is necessary to demonstrate a general 
living principle of the effect of a variant community member upon 
the collective. The hypothesis is that the general pattern of com- 
munity response to disturbance in our current society is only a 
specific human instance of a collective phenomenon that has 
characterized the wide variety of living societies which have in- 
teracted with the environment across the history of evolution. 

Let us take the example of an experimental project car- 
ried out by Jacques Cousteau (who became well-known through TV) 
and his group of oceanographic scientists. While studying undersea 
life at a coral atoll, the scientists deliberately created a deviant or 
variant within the collective biotic sphere to observe collective reac- 
tion of fish life around the deviant fish. They would either slightly 
drug a fish or a few fish, or they would place him in an underwater 
floating bowl so that behavior and image would present a distinc- 
tive difference or variation. The drugged or imprisoned fish then 
deviated from his own school in his swimming behavior and ap- 
pearance, which became more erratic and obviously different. The 
transmitted effect of this deviation upon the underwater life col- 
lected in the vicinity was immediate and dramatic. Signals transmit- 
ted by the variant fish seemed to release responses in the im- 
mediately surrounding fish, and these responses swept across the 
aggregate sea life collected at the atoll. The variant’s own shoal or 
school immediately darted away from the deviant one. Predator 
fish in the vicinity began immediately to lunge at him; and where 
possible, devoured him. It was as though the variant behavior im- 
mediately charged the biotic sphere with releasor signals that dis- 
turbed and disordered the collective state in the ecological unit 
located at the atoll. 

Human deviation in a group or a community seems to 
have a somewhat similar effect upon the collective. Deviation pro- 
duces a pattern of recoil and activities directed toward either bring- 
ing him into the group or isolating him from the group. A child 
who deviates in the classroom, the neighborhood, or the commu- 
nity will attract attention and effort to bring about changes in him. 
The child may be referred to a psychologist, a special class, a 
child-guidance agency, etc. If the deviant behavior persists, the 
child may be extruded into some type of institution. 

In terms of responses of immediately surrounding 
members of the collective, behavior takes many excitable forms. 
There is an obvious release of charged emotions and moods in the 
observers—bearing marks of a medley of fear, anger, attraction, 
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repulsion, etc. While one or the other of these mood-behavioral 
manifestations predominate in different observers of the collective, 
instances of all of them seem to appear. It is as though a variant 
individual releases a parliament of mood-behaviors in the collec- 
tive. . 
The same collective response can be observed in various 
community forms from the simplest insect life, fish life, bird life, 
and animal groups from rats through chimpanzee, up to and in- 
cluding primitive human communities. When one of the commu- 
nity members deviates or when a stranger to the community stum- 
bles into the collective, there is general consternation throughout 
the unit. In the anthill, in the beehive, and in the animal herd, in the 
bird flock, in the wolf pack, in the rat colony, in the chimpanzee 


colony, a species member who is different or strange has the same 
effect upon the collective. The one w 


ho differs upsets the living 
unit and brings on attack, flight, or extrusion. The same reaction is 
reported in simple and isolated human settlements. 


The following rat-colony example is reported by Lorenz 
(1967): 


Serious fights between members of th 
one situation only, which in many re 


teresting: Such fights take place when 
has aroused intra-specific, 


€ same big family occur in 
spects is significant and in- 
a strange rat is present and 
inter-family aggression. (p. 155) 


Lorenz reports that when the stranger comes close enough to one 
of the colony for that member to get wind of the intruder: 


House Rat by a sharp, shrill, 
up by all members of the tribe within 
earshot. ... With their eyes bulging from their sockets, their hair 
standing on end nt. They are so angry 
that if two ach other... Òn the day of 


par he members of the clan are 
irritable and suspicious. (pp. 155, 156) 


The interesting thing about this set 
and respondent countersignals is that the devi 
off seems to lie in the smell of 
saturated with the clan smell by 


of intruder signals 
ation that sets it all 
the stranger. If he is carefully 
mixing nesting materials and col- 
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ony dirt in his hair, he is free to roam about within the colony with 
impunity. If an experimenter takes a rat out of the colony and 
cleanses him of the clan smell, he will be persecuted like a strange 
interloper. 

A variant species member generally receives the same 
treatment from his own collective. Albinism in African mammalia 
produces such collective response (Marais, 1969). An albino 
springbok was solitary, but whenever she came in contact with a 
troop of her own kind, she was mercilessly attacked by male and 
female alike. A white klipspringer was also continually persecuted 
by others of its kind. A black wildebeest with a white blaze was 
thrust out of the herd. 

Storks collect in a flock before migrating and kill all 
those who are lame, sick, or otherwise incapable of holding their 
own (Alverdes, 1927). Parrots who are wounded are ostracized and 
made to live alone outside the flock. A monkey who has been iso- 
lated since birth will show fear of other monkeys when he is first 
brought into the cage after isolation (Harlow, 1969). He may cower 
in a corner. This inevitably leads to vicious attacks by other normal 
monkeys. If he is left in the cage for any length of time he eventu- 
ally will be killed. Chauvin (1968) reports that jays get agitated if a 
fellow jay is struggling. They will circle around if he lies still. Terns 
fly around a wounded bird—if he struggles they will scream as they 
circle; if he moves feebly, they will fly silently; if there is much 
blood they will kill him. Tinbergen (1960) reports that a struggling 
gull causes great agitation. Other birds gather together screaming 
loudly and swoop down in attack of the bird. 


Anthropology and Abnormality 


Somewhat similar behavior has been observed in primi- 
tive human collectives. The Chickimec Indians of Northeast 
Mexico killed strangers on sight by horrible means (Driver, 1961, p. 
360). The Eskimo of Greenland does not allow a child to live who is 
sickly or without a mother (Meade, 1961). At other times of stress, 
children are killed before their parents. The Annassilah wall a man 
up and leave him to die when he is too old to hunt. If a man is sick 
and seems unable to recover he is thrown into the sea to die. In the 
primitive Kaonde tribe, children who do not walk by the proper 
time are killed (Melland, 1923). The author remembers infanticide 
cases where the child was not only a cripple, but an idiot and a mute 
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(pp. 50-52). The aborigines in Polynesia speared a stranger pom 
wandered into their area. "Anything strange is uncanny to the 
native who has a peculiar dread of magic from a distance (p. 230). 
The Andaman Islanders often killed strangers, especially those 
who were not given any introduction to the people (Wood, 1934). 
They were thought to come from the Spirit World and their bodies 
were cut up in pieces and thrown into the ocean or burned. (p. 64). 
The Australian aborigines feel Strangers have evil magic. T hey are 
killed promptly. A stranger could not possibly fit into their tight 
kinship structure. There would be no place for him (p. 66). The 
Kayan of Borneo are very careful that no stranger shall handle a 
young child or gaze upon it too closely (Webster, 1942). The more 
influential the stranger the more his contact is feared, for any such 
contact or notice may attract to the infant the unwelcome and 
probably injurious attentions of the spirits. 

These and other examples seem to establish a connec- 
tion between the kind of reactive distu 
insect, fish, bird, or animal communi 
primitive human communities when a variant or strange species 
member attracts the attention of the collective. The only difference 
seems to be in the cultural ideologies and beliefs that become at- 
tached to the reactivity of human collectives. 

Not only do human communiti 
tent (taboos, values, etc.) upon departure 
terns of interaction between person 
have created cultural definitions fc 
Once having cre 


rbance which is set up in an 
ty and that which occurs in 


es impose cultural con- 
s from accustomed pat- 
and environment, but they also 
r Normality and abnormality. 
» contrived, cultural niches, the 
m is treated in a particular way 


ated these peculiar 
individual who is caught within the 
with either respect or disrespect. 

Ruth Benedict (1961) h 


as contributed an excellent re- 
view of anthropology and the 


abnormal in which she points out 
that what is abnormal in one civilization is an ideal type in another. 
Normality is culturally defined and is a socially elaborated term for 
that segment of behavior which has great usage in the culture: 
and abnormality is a term for the Segment of behavior that a par- 
ticular civilization does not use. According to Benedict, we no 
longer make the mistake of deriving the Morality of our own local- 
ity and decade directly from the inevitable constitutions of human 
nature. We recognize that Morality differs in every society, and is a 
convenient term for socially approved habits. Normality is in the 
same order of things. It is that which society has approved. A 
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normal action is one which falls well within the limits of expected 
behavior for a particular society. 

Each society takes its culturally approved and in- 
stitutionalized types of behavior and works this type out to its ulti- 
mate potentialities. Insofar as a civilization is well integrated and 
consistent within itself, it will tend to carry its initial impulse toward 
particular patterns of actions or human types to an elaborate ex- 
tent; and from the point of view of any other culture those elabora- 
tions will include more and more extreme and aberrant traits. Each 
of these traits, in proportion as it reinforces the chosen behavior 
patterns of that culture, is normal for that particular culture. Those 
individuals to whom it is congenial are accorded prestige in that 
culture. In another society, the same traits would receive social 
contempt, disapproval, and scorn if that society is differently or- 
ganized. On the other hand, those individuals whose characteristics 
are not congenial to the selected type of behavior in that particular 
community, are the deviants, no matter how valued their personal- 
ity traits may be in a contrasted civilization (Benedict, 1934). 

Benedict illustrates her thesis with various types of be- 
havior treated as abnormal in our society. Cataleptic and trance 
phenomena are highly valued in some cultures. Among the Shasta, 
an Indian tribe of California, a woman who passed through certain 
trance experiences was accorded the greatest prestige in the com- 
munity. 

The same behavior would be hallucinatory and acute 
psychoses in our society. Benedict also says that a tendency toward 
homosexuality in our culture creates all sorts of problems for the 
individual so inclined, whereas in many cultures it is highly 
regarded (for example, in Plato's Republic it is presented as one 
of the major means to the good life). A particular type, whose 
excess may be aberrant in one civilization, becomes the mode for 
another. Those individuals who exemplify the most extreme ten- 
dencies of that trait are treated as the most favored. In the 
Kwakiutl tribe of the North Pacific Coast of North America, 
paranoid behavior became the ideal model for behavior of all its 
members. These behaviors were carried out to extreme forms. 
There was uncensored self-glorification and megalomania, with 
extreme ridicule of opponents which is hard to find outside the 
monologues of abnormals within our own society. All of existence 
was seen in terms of insult. Not only derogatory acts performed by 
a neighbor or enemy, but all accidental events, like a cut when one's 
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axe slipped, or a ducking when one's canoe overturned, were seen 
as insults that had to be wiped out. Among the Kwakiutl it did not 
matter whether a relative had died in bed of a disease or at the 
hands of an enemy, in either case the death was an affront to be 
wiped out by the death of another person. 

In a study by Fortune (1963) of the Dobu on an island of 
northwest Melanesia, we also view a paranoid culture. Their polite 
phrase at the acceptance of a gift was, “And if you now poison me, 
how shall I repay you this present?" In this society, where no one 
may work with another and no one may share with another, For- 
tune describes the individual who was regarded as crazy by all his 
fellow members. He was not one of the community members who 
periodically ran amok, frothing at the mouth, and 
he could reach with a knife. Such behàvior was wi 
there was one man of sunny, 


attacking anyone 
thin the pale. But 
kindly disposition who liked work and 
liked to be helpful. The compulsion was so strong that he could not 
repress it in favor of the opposite tendencies of his culture. Men 
and women never spoke of him without laughing; he was silly and 
simple, and definitely crazy. 

"Thomas Szasz (1974) compares mental illness to other 
concepts such as deities and witches to which many different types 
of human misfortune were attributed. Faris (1969) demonstrated 
how the behavioral content of a psychotic was shaped by his envi- 
ronment. Becker (1964) studies deviant groups and demonstrates 
how one learns to be a deviant and measures that deviants take to 
isolate themselves from the approved cultural types. 

All of these reports and studies point up the cultural 
content of deviance or differences. They show how the culture 
selects out certain behaviors as normative and good, and how it 
relegates others to aberrant and bad. In all of these cases, the 
behavior and life style is referred to a particular cultural c 
and derives its positive or negativ 
lar cultural pattern. 

This is not to say th 
that mold certain individuals i 


omposite, 
€ connotations from that particu- 


at there are not constitutional factors 
that n n directions contrary to the culturally 
idealized type. The amazing thing however, is that for the vast 
majority of individuals the strength of the culture and the learning 
process of cultural transmissi 


s on are so powerful that they can over- 
come internal constitutional tendencies. The fact that some indi- 


viduals differ in spite of the power of the culture is an indication 
that there are bound to be variants in any culture. The human 
problems that a society makes for itself lie in its inability to cooper- 
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ate with the environment in finding an authentic niche for such 
individuality. It is quite possible that the very difference of these 
individuals is the creative heart of the culture and society. Their 
difference could prevent the culture from continuing down an 
evolutionary path of more and more bizarreness in the preferred 
behavioral type it is pursuing. Their difference could provide the 
range of flexibility required in organisms for continued sequential 
adaptation to external changes in the ecosystem. 

In a way, the combination of culture-creating ability, 
and phyletic reaction of the collective against the threat of group or 
individual deviance, aberrance, or variance, have come together to 
pose a major dilemma for modern society. Collective disturbance in 
reaction to “strangeness” or “difference” has become a social liabil- 
ity. It militates against adaptive flexibility, against creative cultural 
evolution, against behavioral mutation and behavioral metamorph- 
ism. It is possible in the long run that such cultural inflexibility 
could become a factor of species extinction if allowed to run its 
course. Behavior regulating institutions in our country such as 
education, corrections, mental health, and social services may, by 
permanently fixing the cultural standards for behavior and increas- 
ing their ability to remediate behavioral departures, be the ac- 
celerating force for such consequences. It is very possible that a 
growing or evolving society will have to find alternatives to such 
institutional fixing of cultural standards. Professional reaction 
against “labeling” and “treatment” may be a healthy antidote to 
rigid behavior shaping and regulating patterns and a balance 
against the dangerous path we may be traveling. School systems, 
business and industry, clubs and associations all seem to be combin- 
ing to demand a narrower and narrower definition of prescribed 
behavioral types for their purposes. Further, there seems to be 
increasing convergence of agreement among these institutions with 
respect to the prescribed type. This draws a very tight band around 
acceptable or useful behaviors and relegates to extrasystemic and 
extrasocial a greater and greater array of individual differences 
both within the population and the individual. 

Ways of life that lie outside this narrow band are re- 
sponded to by these social institutions as being less than useful, and 
even unacceptable. Considering the United States as a melting pot 
nation, there are many patterned ways of life of many distinctive 
groups which fall outside this band. Recent history, such as the 
period of Nazi Germany, points out the danger of such cultural 
exclusiveness and argues for a careful look at the direction a nation 
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may be unwittingly taking in relegating so many types of behavior 
and ways of life to the nonuseful category. 


The Nature of the Problem 


From the ecological perspective, then, we see that the 
nature of the problem of emotional disturbance becomes more 
complex than the view of behavioral, psychodynamic, or 
psychophysical theory. It differs from these other emphases par- 
ticularly in its view of the problem as being “community-bound” 
and the product of a particular collective ! 
ment or place at a particular time in history. While it is quite possi- 
ble to change an individual child's relationship to his living envi- 
ronment by operating upon his psychic world-view, his physical 
and constitutional make-up, or his behavior, such modifications 
leave untouched the ecological traps and the alien, community- 
functionless niches that are actively recruiting new vulnerables. 

Furthermore, once a child has been firmly isolated and 


settled into a category and a spurious 
that category, 


in a particular environ- 


» alien niche that goes with 
it is very difficult to reverse the procedure and 
change the living-out process that exists between the child and the 
community or subcommunity. Mercer found that within a particu- 
lar school system it was very difficult to change a child's status once 
the child had traversed the various stages toward his special cate- 
gory and special class niche. The same thing is true for the mentally 
ill child who has gone through the ecological traps leading to a state 
mental hospital, or the delinquent child who has gone through the 
ecological traps in the social and legal-correctional machiner 
adjudicated and incarcerated. This is particul 


life-circumstances maintain him in an 
tive area or membership body which itself carries social taint, such 
as a "slum section" or a "black race." 

. In general, then, the problem of emotional disturbance 
Is one of a field of activity or engagement as much as it is the 
problem of an individual. To resolve the problem, changes have to 
be made in the field-pattern immediately surrounding the child 
and even to adjacent patterns surrounding the child. Furthermore, 
to a significant degree, it is setting-bound. The child-setting itself, 
and its ecological procedures (as much, or more than the child's 
own characteristics) process the child into the condition of distur- 
bance. As suggested by Mercer's study, a child may be retarded 


y to be 
arly true if the child's 
active attachment to a collec- 
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only as long as he remains in one setting or system—the school— 
and, for all practical purposes, he is not retarded outside of that 
system unless that system exerts direct influence on other settings 
or systems surrounding the child. 

Even within a particular setting, there is a progression of 
ecological traps, which must successively direct the child into the 
emotional disturbance niche. Escaping these traps at any point 
along the way may prevent being locked into the niche itself. As 
Mercer has demonstrated, these ecological traps can be analyzed 
and mapped independent of a particular child. 

The meaning given to the child's unique circumstances 
within a collective, particularly if these circumstances are a variant 
of the modal circumstances, is a profound determinant of what 
happens to the child in that setting. If we look at Benedict's conten- 
tion that normality is culturally defined and is a socially elaborated 
term for that segment of behavior that has great usage in the cul- 
ture, and abnormality is a term for that segment that a particular 
society does not use, we begin to see how "meaning" emerges 
within a particular habitat or ecosystem. For example, a member of 
the Dobu tribe was laughed at and seen as crazy because of his 
sunny, kindly disposition and because he liked to work and liked to 
be helpful. 

The collective may also react excessively when a 
"strange" or "different" meaning is attributed to a species member. 
(The foreign Brown rat, lacking the colony smell, stumbled into a 
rat colony of which he was not a member and threw the colony into 
a state of total disturbance.) 

Both of these characteristics of the collective (attributing 
meaning and excessive reactivity), are part of the active ongoing 
maladaptation between environment and child which is wrapped 
up in the term emotional disturbance. 


Implications 


There are numerous implications of this analysis of 
emotional disturbance. Among these are a variety of action or in- 
tervention implications. 

First, it is a matter of strategy as to where one wishes to 
tackle the problem. There is the matter of convincing the commu- 
nity of its stance toward and involvement in the problem of distur- 
bance (and related child categories and niches). If the community 
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accepts and understands the possibility of its own contribution to 
the problem, ecological changes in the larger environment are 
much more feasible. There should be no claim, however that such 
understanding will do away with reactivity to strangeness or varia- 
tion in species members. If this is truly a constitutional characteris- 
tic of insect, animal, and human collectives, as suggested in this 
chapter, it will not be eliminated. However, for particular categori- 
cal human problems, such as emotional disturbance, ecosystems 
might be modified so that reaction is ameliorated, and spurious 
niches might be reduced in number or made more viable parts of 
community life by finding a use for them within the community. 

Furthermore, if there is an understanding of the con- 
tribution of the community and subparts or settings and systems 
within the community, there will be more cooperation given and 
more sanction awarded for analyzing the ecological traps within 
particular child settings. 

For a particular child, the general frame of reference of 
ecological theory provides a different tactic for approaching the 
problem. Instead of concentrating all effort on changing the child, 
an analysis can be made of the adaptation difficulty between the 
child and the various behavioral settings within which he is 
functioning. Above all, an effort will be made to pry him loose from 
a useless, isolated, spurious niche within the living environment, 
with its functionless occupations and its unsatisfying human ex- 
changes, so that he can be placed in the viable mainstream of the 
Setting or system. If he has not already been locked into such a 
spurious niche (i.e., a special class or training school, etc.) efforts 
could be made to steer him clear of the progression of ecological 


traps, which can be discovered in a system’s analysis such as that 
conducted by Jane Mercer. 


If one is interested in a population of children or a 
group of children, one studies the population in the 1 
munity or a subcommunity 


cal traps to which this po 
in-migrant white or black 
etc.) within their own are 
Appalachia, etc.). For 
traps lurking in the 

munities. 


arger com- 
and looks for the succession of ecologi- 
pulation is particularly vulnerable (the 
or Mexican American, or Puerto Rican, 
a of habitat (the Barrio, black-town, little 
such children there are numerous ecological 
“service systems” that abound in such com- 
es. There are ecological traps leading into the legal- 
correctional apparatus, into the social-welfare apparatus, into the 
educational apparatus, and so on. An analysis of these habitats as 
an ecosystem would be particularly useful in identifying the proc- 
essing channels that can place a child in contrived or socially useless 
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niche categories such as mental illness, mental retardation, delin- 
quency, etc. It then might be possible to map out tactics for extricat- 
ing the child from the progressive stream of events leading to an 
isolated, spurious niche. 

In general, the principle implication of the ecological 
point of view is that modification or change requires entry into the 
living circumstances of the child, into his daily activities and associa- 
tions within specific habitats and settings. This living complex must 
be approached as a unit and an attempt made to modify the unit, 
no matter what specific tactic is employed. 


Gestalt Interventions 


One of the major pattern of interventions consonant 
with ecological theory is the gestalt approach. Gestalt interventions 
aim at pattern changes in organism and environment as a unified 
field. The name most clearly associated with the gestalt approach is 
Fritz Perls (1973). His interventions are aimed at the contact boun- 
dary, the balance point, between the individual and his environ- 
ment: 


The environment and the organism stand in a relationship of 
mutuality to one another. Neither is the victim of the other. (p. 18) 


He says that in considering the person as both an indi- 
vidual and a social creature, neither can be held responsible for the 
ills of the other. Man, being born with a sense of social and 
psychological balance, is constantly moving to establish equilibrium 
between his personal needs and the demands of society. Perls feels 
that when these movements bring him into a severe conflict with 
society because he has, in his search for the contact boundary over- 
shot the mark and impinged too much on society, we call him 
criminal. When his search for balance results in his draw 
further and further and in society impinging too heavily on him, 


we call him neurotic. s 
Problem comes about according to Perls, when the indi- 
amily, classroom, co-worker, or social net- 


vidual and the group (fé r soci t 
Works, etc.) experience differing needs and when the individual is 


incapable of distinguishing which one is dominant. 

He says that intervention into this disequilibrium should 
deal with the here and now—here (in the classroom, therapy room, 
interacting network, etc.) and now (the immediate experiences of 


ing back 
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the present moment). There is no attempt to refer back in time ora 
different place except as those “realities” affect the immediate 
field. Students as patients are not invited to “talk about” traumas, 
they are encouraged to reexperience them in the here and now. 
They are taught to concentrate on the fullness of all their expert 
ences as they are being experienced. They are taught not to censor 
or interrupt their experience and to live through and finish up 
unfinished experiences. A child who has a headache as a way of. 
interrupting his anger is taught to experience both the headache 
(the interruption) and the anger (that which is interrupted) so that 
he/she can go on and experience his or her anger and thus dis- 
charge it: "Through making our patients aware, in the here and 
now, by concentration, of what these interruptions are, and how 
these interruptions affect them, we can bring 
tion" (p. 73). 


The major problems of contact boundaries between in- 
dividuals and environment are 


them to real integra- 


l. introjection (accepting, whole hog, e 
acting, feeling, and evaluating) 

+ projection (attaching our own feelings, wishes, 
people or objects in the environment) 

3. confluence (demanding likeness 
ferences), and 


xternally imposed ways of 
desires onto 


» and refusing to tolerate any dif- 


- retroflection (doing to oneself what one would like to do to 
another). 


The basic orientation is that the 
client, student) can deal adequately with life 
knows what they are and can bring 
and now to solve them. 


Among existing books on the 
Shepherd (1970, 1973) prese 
techniques, and applications 
(1968), Dye (1975), Smith (1 
offer further methods 


individual (patient, 
problems if he/she 
all their abilities into the here 


subject, Fagan and 
nt a compendium of Gestalt theory, 
in two edited books, and Pursglove 
976), Latner (1973), Parsons (1975) 
and techniques. 


Consultation 


As an ecological procedure, consultation focuse 
configurations or interdependent 


classroom, a school building, a se 


s upon 
patterns such as a family, a 
TVice system, etc. When consulta- 
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tion does focus upon the targeted individual, it includes the niche 
that the individual occupies in the interacting configuration, as 
much as the properties and actions of the occupying individual. 
How does this niche serve the configuration? What are the mutually 
dissatisfying adaptation functions of this niche (learning, behavior, 
emotions, etc.) in this particular place or setting? How can the 
pattern be changed? 

Consultation is the introduction of a new or extraneous 
force (through a person or group) into existing eco-active pattern. 
That is, the consultant functions outside the constellation of niches 
(i.e., outside the table-of-organization positions) in the existing con- 
figuration. For this reason, the unit frequently reacts within its own 
members and toward the consultant, as a hive, nest, colony, or tribe 
responds to the stranger (alarm, disturbance, excitement, confu- 
sion, hostility, extrusion, etc.). Nevertheless, as a nicheless stranger, 
the consultant is able to create a disequilibrium, which is necessary 
to interrupt the ongoing pattern (of attitudes, behaviors, percep- 
tions, etc.) revolving around deviance. This makes it possible to 


bring about a different pattern in the configuration (classroom, 


family, systems, and so forth). 
In this period of interruption, the consultant can be a 


catalytic agent for creative alteration of the existing configural ele- 
ments; can introduce other elements (such as ideas, attitudes, per- 
ceptions, behaviors, structures, content, procedures) for assimila- 
tion into the configuration; or can help the configuration (system, 
family, classroom, organizational unit) dissolve and reconstitute it- 
self in new form(s) or constellations. 

When focusing upon the targeted individual the goal is 
to release him or her from the undesirable, spurious, or function- 
less niche he/she is occupying (through various inputs such as those 
in the immediately preceding paragraph). For maximum effective- 
ness, the consultant also aims to eliminate or change the niche 
which this unit member had been occupying so that it will not 
automatically be filled by another (i.e., the scapegoat niche, the 
clown niche) or so that it can be more functional and positive for 


the occupying member and the total configuration. 


Networks and Covenants 


Another current intervention procedure of an ecologi- 
cal nature is network intervention and self-help covenants. These 
two ecological approaches have much in common. The network 
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interventions are usually directed by professionals. The self-help 
covenants are directed primarily by the “deviant” populations 
themselves. : 
Various approaches to, and types of, networks are being 
developed in the areas of deviance. Gatti and Coleman (1976) were 
hired to supply mental health services to a school district and to 


work with families and family subsystems of "troubled" children. 


Their basic work schema includes four basic principles: 


1. Involving the whole family in a concrete, problem solving style. 

Establishing and maintaining continuing cont 
and institutions affecting the child's life outside 
intervenors see themselves as part of the ne 


They teach the constituents of the network 
child's problems 


troubled." 
4. Offer a "cultural perspective on 
promote a sense of choice 


act with people 
the family. (The 
twork.) 


to perceive the 
as "human and comprehensible even though 


problems in living" to reassure, 
, and insure flexibility. 


Speck and Attneave (1971) have developed elaborate 
and carefully conceptualized procedures of social network inter- 
vention to “retribalize” natural networks around the problem of 
"schizophrenic families." They view the symptomatic condition 
called schizophrenia as part of a constellation of disturbed role 
relationships such as “symbiosis—mutual binds of love and hate— 
and other abnormalities” (p. xiv) that are usually part of a total 
family, their relatives, and their friends and neighbors. Speck has 
also begun to work with “normal” families and networks. 

Their primary goal is to demystify family and network 
healing bonds, and to disrupt 
mobilize forty to fifty people in a network 


s most obviously troubled member. They 
kinship and friends ne 


cept of the problem, invite a sh 
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life problems and with the family around their active involvement 
in these problems. 

They report regularity in phases that the network goes 
through in their effort to: 


... utilize the power of the assembled network rapidly to shake up 
a rigidified system in order to allow changes to occur that the 
members of the system, with increased knowledge and insight into 
their predicaments, would wish to occur—and for which they are 


responsible. (p. 7) 


In addition to limited focused networks, there are more 
comprehensive, permanent types of healing network structures 
which are springing up across the nation. These are networks of 
people who are mutually committed to each other in physical, 
mental, social and spiritual covenants. Among the more established 
covenant networks are Alcoholics Anonymous, Synanon, and the 
Camphill followers. More recent covenant networks are the De- 
lancy Street Foundation for exconvicts, and the units established by 
Jean Vanier for “retarded” and “disturbed” populations. 

These covenant networks organize themselves as subsys- 
tems and subcultures within the larger society. Each covenant net- 
work presents to their members a total way of life oriented to 
mutual support, healing, and care. They join in buffering each 
other against unhealthy forces in the larger society and live out a 
mutual commitment to a shared pattern of values. They are 
strongly motivated to self-awareness and development and to ef- 
fecting the growth of fellow covenant members. They encourage a 
group consciousness of being an interdependent part of a distinct, 
differentiated healing ecosystem. Each covenant group has its own. 
growth and healing rituals and each has an articulated picture of 
both the ills of the larger social system and ways of protecting 


oneself from such influences. 
Usually, these covenant networks develop a distinctive, 


coherent culture, with a distinctive vocabulary, distinctive ways of 
behaving, distinctive customs, and sometimes, even distinctive 
habitats, foods, and manner of dressing. In a sense, they are 
niche-creating groups who carve out alternative niches to the de- 
viant ones into which society has directed them. Some encourage 
permanent niche differentiation from the larger society; others 
encourage gradual total assimilation into the larger society and its 


general niches. 


Summary 


In summary, the ecological point of view treats emo- 
tional disturbance as a comprehensive problem of ongoing adapta- 
tion between organism and environment, with any maladaptation 
being conceptualized as residing as much in the environmental 
activity upon the child as the child’s activity upon the environment. 
The disturbance is a pattern of maladaptive interactions whose 
effects are being created and experienced by a composite collective 
involved in a particular web of associations, revolving around a 
collective node—the child. The endpoint of this maladaptation, as a 
pseudosolution to maladaptation, is the extrusion of the variant 
individual to whom the problem is imputed, into a useless or 
functionless niche that has been coritrived by the community to 
isolate that individual from vital community commerce. 

The interruption of maladaptation patterns usually in- 
volves ecosystem interventions, that is, interventions that aim at the 
contact point between individual and environment. These include 
Gestalt procedures, consultation, and networks and covenants. 
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CHAPTER NINE 


Counter-Theoretical 


Views . 
and Approaches 


Introduction 


The behavioral sciences such as psychology and educa- 


pains to divorce themselves from their histor- 
fic" concerns as metaphysics and phi- 
status, and recognition in the 


tion have taken great 
ical origins in such “unscienti 
losophy. Professional prestige, 
human service professions are the rewards of scholarly endeavor. 
Research methodology is designed to be as “objective” as possible 
with all variables under close scrutiny, if not under direct control, 
by the investigator. The “scientific method” has been erected as a 
standard against which professional contributions are measured 
and judged as worthwhile or as dilatory. The theories developed to 
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explain the phenomenon of emotional disturbance in children, like 
those identifying other psychological concepts, differ in content 
but share a common perspective in their attempts at explanation. 
All view their purpose as the formulation of law-like generaliza- 
tions concerning behavior that transcends individual differences. 
They attempt to identify behavior patterns held in common by 
groups. These generalized relationships are then used for the pur- 
pose of prediction. Data are gathered, correlative inferences are 
made, and interventions are then formulated. Because of this 
common viewpoint and process, the various formal theories of 
emotional disturbance, as summarized by Rhodes and Tracy 
(1972), are much more congruent with each other than initial 
perusal might indicate. All view man as a creature of predictable 
behavior and one sometimes afflicted by a pathological state called 
“disturbance.” The theories differ only in their identification of the 
etiology and the formulation of interventions. 

Few theoreticians are so bold as to assert that their 
theory is the only explanation for behavior. Most acknowledge the 
legitimacy and even utility of explanations other than their own. 
The past two decades, however, have witnessed the em 
new perspective in the behavioral sciences that st 
agreement with the “established” 
in the respectably competitive ar 
but also in the basic philosophy 
that it represents. 


This new phenomenon 


ergence of a 
ands in basic dis- 
theories of psychology—not only 
eas of etiology and intervention, 
or view of man and his behavior 


or movement has been given 
various titles: humanism, neo-humanism, humanistic psychology, 
counter-culture, radical therapy, counter-theory, and radical edu- 
cation, among others. Though the ideas, individuals and groups 
associated with these labels focus upon a wide variety of concerns 
and often disagree 


among themselves about methods of achieving 
change, all would seem to reject the con 


cept that theory can be used 
as a predictor of human behavior. Instead of concentrating their 
energies upon “laws of behavior" for Predictive purposes, most 
counter-theorists focus upon the existential experiences of each 
individual. They perceive each individual as continually bringing 
his/her own unique set of past experiences to bear upon an ever- 
changing setting with its own unique phenomenological and en- 
vironmental characteristics. 
Man and his behavior are studi 


ed by counter-theorists 
operating under a different value system 


than professionals have 
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used in the past. Counter-theorists recognize the “hidden agendas” 
and biased results that are silent partners of “objective science.” 
Hardison (1972) points out: 


In spite of the trappings of objectivity in which we like to drape our 
psychological, educational, social and artistic theories, the knowl- 
edge they have to offer is always indeterminate in the sense of 
being relative to the values behind them. When we ask for objective 
solutions to social or artistic problems, we are asking for brain 


surgery with a monkey wrench. (p. xx) 


Most writers of counter-theory would agree that diver- 
sity or variety in behavior is a desirable end rather than a con- 
taminating variable. Man is studied as the unique creation with 
choice, rather than as Homo sapiens whose behavior is as reliably 
predicted as that of any other animal if all contingencies are iden- 
tified. Behavior, in counter-theoretical terms, is studied, not to de- 
vise remediation or therapy for those perceived as a standard de- 
viation from the mean, but rather for the purpose of promoting 
diversity, for "celebrating deviance," and for facilitating exercise of 
choice by each individual concerning his own behavior. 

Given their differences in the content or goals for the 
behavioral sciences, the writers of counter-theory would also reject 
the process models of theory—i.e., deductive, predictive, and 
heuristic. Most would argue for a synthetic rather than an analytic 
approach to understanding behavior, a molar approach rather 
than a molecular one. The traditional logical-positivistic approach 
would be supplanted by the legitimization of phenomenological or 
subjective experience. Theories concerning emotional disturbance 
would no longer be limited by the bonds of a "scientific logic, 
which has never been shown to be applicable to human behavior. 
Behavioral interventions would be freed from the covert value sys- 
tem embodied in a process utilizing a *norm" as the final logical 
authority. Perhaps this trend could be characterized in an over- 
simplified manner by the statement that feelings and the senses— 
their role in perception and motivation—are becoming a great deal 
more valid in the behavioral sciences. Also apparent in the move- 
ment is the belief that a great deal of what is labeled as "emotional 
disturbance" may be an adaptive response to an unhealthy envi- 
ronment. Perhaps the social context, rather than the individual 


should be examined. 


EVOLUTION OF COUNTER-THEORY 


Reacting to the overwhelming and pervasive effect of 


institutions within our society, two radical movements are develop- 


ing alternative means of dealing with the process of socialization 
and the phenomenon of deviance in children. Their efforts dem- 
onstrate a deep commitment to existential thought. The first of 
these groups are neohumanists (Goodman, 1960; Kohl, 1967; 
Perls, 1969) who seek to reform and redirect the professional 
child-servers to provide more appropriate services within the con- 
text of existing institutions. The second group rejects the concept 
of reform and redirection and seeks the destruction or radical 
reorganization of present institutions—a revolution in child ser- 
vice. This chapter will present primarily the views of the latter 
group, although both factions avow a common "radical thought." 

Although the "writers of revolution" diverge in many 
directions, they share a common broad philosophical position 
based upon a mixture of Marxian insight into the development of 
man and an existential view of the alienation of individuals. Con- 
trary to the position of most of behavioral science 


> 1966). The existen 
tion is growth and adaptation thr 


OTIS i Tough the optimal use of an indi- 
vidual’s experience (Macquarrie, 


The marriage of Marxism and existentialism in revo- 
lutionary thought may be seen as a i i 


Kant (Wri ; m 
Te edant dat ten (gh, oit Tarner 
teristic of the then emerging and now dominant middle class in 
Western culture. His assumption of tota] Tationality denies the exis- 
tences of solutions to problems outside the realm of logic. His con- 
cept of individual freedom frees man . 


: man of obligation to their fellow- 
man so long as they can logically justif behavior, A way 


: ,JUusuty their own 
of life characterized by rugged individualism, both economic and 
philosophic, ensured the maintenance and extension of a classed 
society and the colonial structure that supported it. 
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The idea that anything may be thought moral as long as 
it can be justified before the “bar of reason” led liberal-capitalist 
thinkers of the nineteenth century (Gilson, Langan & Maurer, 
1962) to reject all institutional philosophy beyond the limits of their 
own bourgeois system. Man is morally bound to avoid influencing 
his fellow man and he is not responsible for the behavior of his 
fellow man. One man’s losses are justifiably the gains of another. 
The exploitation “veiled in religious and political illusions” is re- 
placed with an overt economic and political exploitation justified by 
individual freedom. The manufacturer replaces the feudal lord as 
slave-master; but the masses remain the slaves, alienated from the 
social and economic power base. 

In response to the system of laissez faire rugged indi- 
vidualism, the Marxist philosophy of the classless state developed 
(Aptheker, 1965). The intent of this philosophy was to assure the 
lower classes of social justice. The classless state rejects the eco- 
nomic domination of one group by another. The dominant 
middle-class manufacturer is replaced by a representative of the 
workers who is accountable to them through the government. 
While this change does eliminate domination by a minority, it does 
nothing to avoid the alienation that the individual worker feels as a 
result of industrialization. 

In summary, the individualistic laissez faire economic 
system supports the growth and development of an industrialized 
society. This type of society, however, allows evils to be perpetrated 
on the lower classes: (1) domination, and (2) alienation. The histor- 
ical Marxist philosophy deals with the danger of domination but in 
its pure form ignores the evils of alienation. 

Contemporary Marxist philosophy has been extended to 
deal with the issue of alienation of the worker. A blend of Marxist 
political thought and existential philosophy focuses on this prob- 
lem (Odajnyk, 1965). The goal is the provision of a system of social 
justice in which the individual can assure himself of a personally 
satisfying existence. A major problem is the tendency for societal 
institutions to insulate the individual from himself. If the indi- 
vidual determines who he is on the basis of his membership in one 
or more institutional structures (e.g., student, doctor, factory 
worker), to that extent he becomes personally alienated. This proc- 
ess is complicated by the institutional tendency to become 
specialized and impersonal. It is this alienation caused by institu- 
tions in combination with the perceived domination of the masses 
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by a “power elite” (the identity of whom varies with radical 
viewpoint) that pervades most of the writing identified as counter- 
theoretical. 

The alienation process occurs in all societal institutions 
whether economic, political, religious, medical, or educational. In 
any industrialized society, whether capitalist or Marxist, institutions 
are set up that generate professional roles within themselves. 
People employed by these institutions no longer are addressed as 
persons but are recognized only by role (for example, Dr., Father, 
Judge). The professionals in these institutions have merged their 
own personal identification so completely with their role in the 
institution that they are no longer seen as accountable outside their 
institution. To maintain this autonomy, the professionals insulate 
themselves from those whom they serve by labeling them as clients 
or patients rather than as consumers of a service. By such labeling 
and through specialization, the professional roles insure the main- 
tenance of the status quo. Both ascribed roles, that of professional 
and that of client, alienate the individuals who fill them. The roles 
artificially discourage opportunities for intimacy and personal 
identification. Thus, depersonalization and alienation allow the in- 
dividual to project the responsibility for his own behavior onto the 
role, thus eliminating any personal accountability. This process is 
beautifully described by Jay Haley in his hilarious oe ihe Aruof 
Psychoanalysis" (Haley, 1969). Aside from creatin oc UR er- 
sonal problems, this process recreates the Ses of a i 
that socialism sought to redress, d 

The educational institution has reflected these political 
and economic philosophies more than it has shaped th The 
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sequent dehumanizing effect of Service-orienteq institutions that 
serve children. To understand the nature of counter-theory, its 
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reactions and the alternatives it presents, it is necessary first to 
examine the character of the institutions it opposes. 

Society has set up institutional systems to share the re- 
sponsibility for socialization and dealing with deviance. These sys- 
tems have been categorized by Rhodes and Gibbins (1972) as (1) 
legal, (2) medical, (3) educational, (4) social-welfare, and (5) reli- 
gious. Each institution has a characteristic modus operandi, histori- 
cally and philosophically congruent to the purpose of the institu- 
tion. The methodology of the legal-correctional institution could be 
identified as coercion; the educational institution uses training; the 
medical institution, prescription; social-welfare settings, assistance; 
and the religious institution, exhortation. All these institutions di- 
rect a specific service at their target population and may be ranked 
in the order given from móst to least controlling. It might be noted 
that in the past, services were limited to the polar modes of coer- 
cion and exhortation. Through evolution and revision, the inter- 
mediate modes of prescribing, training, and helping have been 
institutionalized. All changes, however, have merely established 
new points on the same continuum of service. Since institutional 
behavior is internally controlled and institutions are notoriously 
hard to change, the establishment of entirely new institutions to 
assume newly discovered tasks is inevitable. 

Traditionally, the primary institutional response to de- 
avior has been to exclude the individual from the 
mainstream of the population (Szasz, 1970; Trippe, 1966). Profes- 
sional groups are appointed to set criteria for readmission. These 
criteria require that the deviant individual internalize societal 
norms before reentering the community. This process has been 
called into question. Several institutional studies (Cumming & 
Cumming, 1968; Goffman, 1961; Dunn, 1968) have shown the 
futility of procedures in which the criteria for exclusion and 
readmission are defined and in which programming efforts are 
based on these criteria. 

Counter-theorists reject the entire continuum of institu- 
tional service (Pearl & Riessman, 1965; Szasz, 1970; Tracy, 1971). 
One of the objections is the nature of the helper-recipient contract. 
Such a contract is based on the assumption that the one who ad- 
ministers the service (teaching, therapy, rehabilitation, and so on) is 
superior to the recipient. Thus, the contract relegates the recipient 
of service to an inferior status. The power to prescribe and ad- 
minister “treatment” is assumed by the professional. The recipient 
of the service is, in effect, powerless and actively contributes little to 
the therapeutic program. The implicit contract increases the 


viance in beh 
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helplessness and the dependency of the recipient (Haley, 1969) 
A second objection of counter-theorists centers upon the 
self-perpetuation of societal institutions. In order to assure survival 
and growth of professional interests and 
perpetuating mechanisms stimulate the identific: 
of increasing numbers of youngsters as deviant (Cohen, 1966; 
Matza, 1969; Mercer, 1970). Many children are repeatedly labeled 
by various institutions. This seemingly endless string of labels does 
nothing for the child, since few relevant program recom- 
mendations are made. But the labeling process is vital to the social 


institution, for without a target population the institution cannot 
maintain itself. 
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sets of roles that match the adjectives, The implications for the 
maintenance of racism through institutional Structures is apparent 
(Kozol, 1967; Herndon, 1971; Thomas, 1971). TER 
Alienation can be overcome only by 4 personalization of 
the individual, which revolutionary thought insists is Tano ible 
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within an institutional structure. Thus, the philosophy of per- 
sonalism is necessarily revolutionary in a society organized into 
institutions. 


Counter-Theory and the Educational Institution 


“Mass education is a child of a mechanical age. It grew 
up along with the production line. It reached maturity just at that 
historical moment when Western civilization had attained its final 
extreme of fragmentation and specialization, and had mastered the 
linear technique of stamping out products in the mass,” writes Mar- 
shall McLuhan (1962). As McLuhan's analogy suggests, the educa- 
tional institution bears a striking resemblance to the production 
line. It provides highly fragmented and specialized services. Its 
sanction by society to categorize children by means of a vast label- 
ing process gives it a rationale for existence while expanding its 
powers. The child is described not as an integrated whole, but as a 
diverse set of labels and adjectives. 

The implication of the analogy is that mass education 
has manufactured “mass men.” Utilizing the concept of normality 
as a master die, it impresses, shapes, and manipulates children into 
a mold of standardized behavior. In such a system, there is little 


room for deviance. 

Writers of counter-theory speak directly to educators in 
their criticism of the enforced child socialization patterns and the 
institution’s role in human alienation. The writers have diverse 
backgrounds and opinions but agree in their condemnation of the 
status quo. In this chapter, no attempt was made to represent all 
viewpoints or perspectives which may fall under the ample um- 
brella of “counter-theory.” Nor was there an attempt to seek recon- 
ciliation or agreement between writers where none exists. Instead, 
these writers sampled the writings of the counter-theorists, particu- 
larly those concerned with education. The underlying tenets of 
counter-theory are discussed and a general historical perspective 
given. Among those reviewed are writers who advocate the aboli- 
tion of institutions and also those concerned with the “process” of 
education apart from the institutional structure. All disagree with 
some of the basic assumptions made by traditional educational in- 


stitutions: 


Le Counter-theorists oppose the notion that education provides a 
means of distributing a quantifiable set of knowledge or skills 
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which must be mastered by each successive generation (Bestor, 
1955). 

2. The traditional role of the active, knowledge-filled teacher dis- 
pensing predetermined gems of "truth" to passive or resistant 
students brings, from counter-theory, not only complaints. of 
pedagogical irrelevance, but also shouts of slavery and exploita- 


tion (Silberman, 1970; Farber, 1969; Ayres, 1968; Wasserman, 
1974). 


c eracy and the value system implied by it is 
questioned by the literature of counter-theory. Literacy is often 
device for Propagandizing a population 
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: : er, most attempt to describe 
innovative structures and processes which would lead to a new 


form of interpersonal “community” revolving about the educa- 
tional process (Gartner, Greer, & Riesman, 1973). 


Counter-Theory and Schooling 
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quantum of knowledge in an arbitrary time interval is an absurdity. 
Yet this standardization persists. 

The notion of successive “grades” is also based on the 
notion of a closed linear set of knowledge. It assumes that students 
cannot understand concept C until they have mastered concepts A 
and B. Knowledge, as presented by the school curriculum, is 
hierarchical in nature. Fourth graders cannot read a sixth grade 
book because, of course, they have not yet read the fifth grade text. 
A hierarchical body of knowledge provides another basis for sort- 
ing and classifying students that bears little resemblance to their 
learning experiences. 

Children are also sorted on the basis of physical charac- 
teristics, intelligence, and behavior, thus fostering the growth of 
special education. Within classification schemes based on intelli- 
gence and behavior, there is a proliferation of categories. Counter- 
theorists reject the proliferation of categories and the concomitant 
fragmentation of the school in the resulting overspecialization. 
Such fragmentation and its resulting alienation may be seen, how- 
ever, as only symptoms underlying a basic flaw within our educa- 
tional model—the subservience of the individual to the institution. 
Individuals are seen as parts of an institutional structure rather 
than as valued and unique components of a dynamic group. This 
distinction of defining a group by summing its component indi- 
viduals or defining individuals by their role in an institution is not 
simply an exercise in semantics. Most of us are too aware of the 
number of instances confronting us daily in which institutional 
needs take precedence over the needs of those served by the in- 
stitution, Unionization, professionalization, and civil service protect 
serve the interests of the staff, but, unfortunately, 


the rights and the ts : 
y an institution have no union. 


those served b 


Educational Enterprise and the Concept of Community 


The protests of counter-theorists, whether demand for 
the abolition of institutions or plans for modifying present struc- 
tures, may be viewed as striving toward a redefinition of commu- 
nity, in the sense ofa structure for interpersonal relationships. No 
longer content with the types of relationships created by present 
institutional forms, writers of counter-theory advocate that the 
educational institution be eliminated or changed at all levels to 
promote a different type of educational process involving radically 
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different forms of interpersonal relationships. The definition of 
the community varies with different writers. Some are concerned 
with the role of education at a national and international level while 
others speak of the interaction of a teacher and a child. The follow- 
ing definition of community by the writers of this chapter may be 
used to describe the dimension along which the literature of 
counter-theory has been sampled: “Community is defined as the 
dynamic balance of mutually satisfactory reciprocal roles in a set- 
ting designed to achieve human potential.” The reciprocal roles 


may involve several nations, or nations and the governed, or a 
teacher and a student. It i 


these writers, the contemporary 
patible with the fostering of s 
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(1966) and Piaget (1963). Their theories, however, were widely 
misunderstood and misused. Their constructs of stages of growth 
were used as rigid categorical systems into which children were 
pigeon-holed, and growth was seen as following a linear pattern. 
The concept of individual differences espoused by cognitive 
theorists was deemphasized in the drive to bring all children to a 
“golden mean" of behavior and performance. To defend this sys- 
tem and its goals, means were devised to segregate the children 
who for some reason could not keep up in the classroom. The 
segregated classrooms were then provided with a watered down 
curriculum to occupy the children until they could legally be ex- 
cused from school. "Progressive" schools devised materials which, 
when presented to the deviant child, attempted to remediate his 
disability or reprogram the Child to fit back into the system (McCar- 
thy & McCarthy, 1969; Peter, 1965). 

The ineffectiveness of such linear programming that 
provided no viable alternatives was demonstrated by a physicist, 
Jerrold Zacharias (1968), whose case for an individualized cur- 
riculum is based upon the scientifically oriented discovery method. 
Zacharias asserts that the child must be an active, inquiring partici- 
pant in the acquisition of knowledge. The teacher's role, through 
the selection and presentation of materials, is to aid the child in his 
own unique method of discovering scientific facts, laws, and so 
forth. The academically oriented goal had not really changed for 
Zacharias, but the nondirective methodology reestablished the im- 
portance of individual differences, created fewer "deviants," and 
gave the child a more active role in the learning process. 

The content process and goals of the curriculum are the 
targets of writers advocating the inclusion of materials and 
methods concerning affect or emotion in the school's program. 
Leonard's Education and Ecstasy (1968) and Jones's Fantasy and Feel- 
ing in Education (1968) are both attempts to rehumanize the cur- 
riculum. Jones (1968) attempted to demonstrate that education 
without affect produced a learner devoid of internal motivation. 
The introduction of affect into the curriculum by stressing inter- 
personal relations and by fostering a sense of interdependence or 
community is seen as facilitating the learning process (Greer & 
Rubinstein, 1972; Schultz, Heuchert, & Stampf, 1973; Glasser, 
1969). 
This “pseudo-dichotomy” between the cognitive and af- 
fective goals of the schools is related to the contention of Cleaver 
(1968) that black men are aware of their bodies and not their minds 
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while the opposite holds true for white men. Cleaver's prescription 
for world community rests on the assumption that by coming to- 
gether black and white may help one another to integrate mind and 
body into a fully functioning being. I 

A combination of the emphasis upon affective develop- 
ment, community, and upon the active, exploratory participation 
of the child in the learning process is found in current practices in 
British Infant and Junior School programs. Based upon the Plow- 
den Report (Central Advisory Committee, 1967) and described in 
glowing terms by American Joseph Featherstone (1967), the Infant 
School idea has been a model for radical American "free schools," as 
well as for innovative programming in public schools (Graubard, 
1972; Gross & Gross, 1969). The environment is structured around 
an activity center, in which children are free to explore many inter- 
ests. Provision is made for many activities of an affective nature, 
such as drama, art, and music. Group problem-solving activities 
such as those of Randolph (1967) are introduced as a means of 
achieving a learning community. Unfortunately, the structure of 
these Infant Schools is not easily imposed upon the American pub- 
lic schools, since the British schools tend to serve children from the 
working class who are not expected to achieve academically. Few 
studies have adequately described the success of such schools in 
preparing children for higher education. 
Nevertheless, new approaches to classrooms 
liferating, most in reaction to the absence of affective 


child participation in the traditional classroom. Two sur 
American educational scene hav 
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the American educational System and concluded that the concerns 
voiced by the educational “radicals” and the alternatives they offer 
are valid and viable. Silberman also supports the radical contention 
that contemporary schooling is devastating not only to the child 
labeled as deviant (where the adversive effects of the system are 


), but also to the normal child, where damaging 
effects are not always so easily detected, 


An anecdotal descri 


of the traditional elementary classroom is given by Holt (1964) in 
his personal journal, How Children Fail. Both the content and the 
pedagogy of the classroom fall under attack as Holt illustrates 
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mechanisms for insuring failure in the classroom. A follow-up ef- 
fort, How Children Learn (Holt, 1969), is an attempt to go beyond 
criticism and offer alternatives for classroom practice as does 
William Glasser in Schools without Failure (1969). Most of these al- 
ternatives focus upon removing the artificial barriers separating 
adult and child in the learning situation. Holt places the burden of 
change upon the teacher, since most of his suggestions modify the 
teacher role. The teacher becomes more a designer of a learning 
setting rather than a dispenser of knowledge. However, few if any 
suggestions are offered for a “support system” to aid the teacher in 
the redefinition of role. Holt has had great insight into the prob- 
lems of the learner, but unless the total system is prepared to sup- 
port a change in approach, no lasting change will occur. Holt at- 
tacks this problem in his book, Freedom and Beyond (1972), suggest- 
ing that the current equation of education and schooling is destruc- 
tive. This theme is continued within the context of the family as an 
institution in Holt’s examination of the rights of children in Escape 
From Childhood (1974). 

The relationship of teacher and pupil is also the interest 


of Jonathan Kozol (1967) in his vivid descriptions of life in an 
urban ghetto school. He illustrates the cleavage between the culture 
ass faculty and administration 


of the dominating white, middle-cl 
and that of the dominated black and Puerto Rican students. The 


school is depicted as destroying the lives of children as it denigrates 
their ethnic culture. Ghetto children are labeled as inferior if they 


show resistance to being pressed into a middle-class mold. The 


documentation of the dehumanization that occurs when attempts 


are made by teachers to enculturate children is no more chilling 
than the descriptions of teacher alienation when an attempt is 
made to teach these children in a nontraditional manner. Kozol 
finds no alternative but to close the schools or permit the domina- 


tion of children. 
Kohl (1967) in his ana 


sible alternative in the establis 
teacher and children of disparate cultures. Kohl's experience ina 


ghetto school led him to create à classroom atmosphere that would 
be instructive both to teacher and to children, one in which both 
cultures meet and learn from one another. He details some of his 
proposed methodology in Reading, How To (1973) which, along 


with Holt’s What Do I Do Monday? (1970), contributes practical activ- 
ities to the theoretical orientation. Kohl, too, may be adjudged a 
failure since he eventually left the classroom. He did, however, 


lysis of this dilemma offers a pos- 
hment of community between 
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make several significant contributions toward the goal of educa- 
tional change. He demonstrated the futility of attempting to im- 
plement a valueless, "culture fair" curriculum in a school setting 
composed of persons from conflicting cultures. 

In a classroom the values of the dominant culture are 
found in the organization of the building, the curriculum, and the 
roles assumed by participants. Kohl suggests that it is the adult's 
responsibility to explain the cultural biases to the children and to 
assist them in an almost "sociopathic" pseudoadaptation to them. 
Kohl builds his curriculum on this compromise, using the thesis of 
Margaret Mead (1970) that the responsibility of one generation to 
the next is to teach the process of growth, but not to dictate the 
content of it. Kohl attempts to implement the process of education 
using the content which children bring with them. Though this 
approach moves beyond traditional classroom goals, one must 
question the necessity for compromising conflicting value systems. 

The creation of community, despite cultural dif- 
ferences, is portrayed by Hentoff (1966) in his description of Elliot 
Shapiro's attempt to humanize and revitalize a ghetto school. This 
account is different from most in that the change agent is a school 
administrator rather than a teacher. Administrators and teachers 
play a prominent role in Herb Grossman's account of a 
psychodynamically oriented classroom for incorrigibles, Nine Rot- 
ten, Lousy Kids (1979). 

A change of pace occurs with James Herndon’s books 
(Herndon, 1966; 1971) since he espouses no theoretically oriented 
criticism, nor does he delineate a viable alternative. Any 
generalities or conclusions must be those of the reader. The author 
describes the successes and failures of a teacher working in a system 
of which he thoroughly disapproves. Such books, though not often 


cited in reviews of the literature, may finally spark the changes 
needed to make classrooms into true communities 


Community in a School 


The arguments of some writers are directed toward the 
general school complex or total curriculum rather than at specific 
classroom structure. Paul Goodman, for example, represents the 
extreme in criticism of the nature of the system. He is particularly 
concerned with issues relating to fundamental teacher-student re- 
lationships. His writings concentrate upon what is wrong with the 
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system of schooling and few alternatives are offered (Goodman, 
1964). Goodman admits that his criticisms demand changes that 
cannot be instituted, but defends his position as one of 
philosophy—the burden of change implementation not falling 
upon his shoulders. 

A reorganization of the school and its curriculum is ad- 
vocated by Fantini and Weinstein (1968). Falling under the rubric 
of “humanistic education,” their program efforts attempt to 
achieve a proper balance in cognitive and affective education. 
Their emphasis is on the establishment of a curriculum relevant to 
student growth needs and one which offers choice and student 
participation. Their curriculum, designed to make real "contact" 
with the student at a basic need level, is based on an idea similar to 
that of Sylvia Ashton-Warner's "organic reading" approach 
(Ashton-Warner, 1967; 1972). The "contact curriculum" is de- 
signed to help the student answer the questions and fulfill the 
needs which he, the learner, feels most relevant. This curriculum 
involves the learner as an active participant in its formulation and 
execution. 

Such learner participation is labeled as "subversive" to 
the system by Postman and Weingartner (1969), and they whole- 
heartedly support the concept. The critical condition in achieving 
change in the educational system, according to Postman and Wein- 
gartner, is that students have the responsibility for reform. 

Recently, “reform community" schools have been estab- 
lished with the goal of implementing reform outside of the estab- 
lished school system. One of the most cited efforts was the Ann 
Arbor Community School (Ayres, 1968). The school was based 
upon the felt need for children to have an arena in which they 
could experiment and experience success and failure, without the 
usual adult-imposed consequences. Many cultures provide for such 
natural and spontaneous activity free from adult domination, but 
the American culture appears schizophrenic in its approach- 
avoidance attitude toward childhood freedom. (Friedenburg 
[1962] has documented the curious American phenomenon of the 
glorification and simultaneous elimination of adolescence.) The 
Ann Arbor Community School in attempting to meet this need for 
total freedom and total acceptance was eventually closed because of 
criticism involving the lack of consequences for behavior (Ayres, 
1968). The Ann Arbor experience was only one of many, however, 
which are rapidly developing across the country as an alternative 
for people disenchanted with public schools. 
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A whole new literature has begun to develop as these 
radical schools set up communication linkages in the form of news- 
letters and journals. One of the foremost of such efforts is This 
Magazine Is About Schools, a quarterly offering articles by radical 
educators, poems and writings by children, antiwar, antiestablish- 
ment literature, and classified advertisements. It is the official 
organ of an experimental school in Toronto, a center for “new 
school” activity. The New Schools Exchange in California serves a 


similar function with a newsletter format and less emphasis upon 
articles. 


“Freedom schools” (O’Gorman, 1970) have been estab- 


lished in storefronts in urban areas where ghetto children do not 
succeed in public schools. These schools report a great deal of 
success in teaching basic skills by acce 


ee 2 pting the value system of the 
recipient culture and formulating goals congruent with demands 
of that culture. 


A children’s community in a ghetto area is described by 
George Dennison (1969) in his account of the First Street School. 
Here are documented the triumphs and problems of the first year 
of a radical school as seen by the director-teacher Composed of a 
few dedicated teachers and serving those children ee ae ane 
teachable” by the public and parochial schools, dia First Street 


School utilized the principles of student participation in curriculum 
formulation and execution, extensive fj 
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Expanding the Learning Community Beyond a School 
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Parkway Program and its “school without walls” concept placed 
students in the community in various apprenticeship roles. Small 
group discussions were held in various storefronts and art and 
music were enjoyed at municipal institutions. This program at- 
tempted to utilize all aspects of the city that have something to offer 
students—whether it was a job skill or more academic or artistic 
pursuits. The Parkway School derived its name from the fact that 
most of its resources in the form of industry, business, and service 
institutions lay along the Philadelphia Parkway. 

Though subjected to the criticisms of “tokenism” by rad- 
icals and to cries of irrelevance by some educators decrying visits to 
the Philadelphia Museum of Art by the illiterate, the effort may 
provide a glimpse of a new approach to secondary education. 
Perhaps the criticisms raised reflect the American culture’s ambiva- 
lence in granting freedom and license on one hand while simul- 
taneously constricting growth on the other. Critics seem to say that 
the students should have the freedom to choose, but only those 
things deemed “best for them.” 

Should education become the arena wherein cultural 
expectations and personal goals confront each other and are 
negotiated? Brazilian educator, Paulo Friere (1972) has answered 
in the affirmative, while the Brazilian government responded in 
the negative to his largely successful campaign to erase illiteracy by 
using the entire community as the learning setting. Friere argues 
that schools should take the teaching of values and the promotion 
of self-growth out of the philosophical realm and put them into a 
political one. To Friere, controlled schooling is an antieducational 
vehicle for the control of the masses. Dominant groups maintain 
control through the schooling process. This contention is in 
agreement with the statement by McLuhan that a minimal level of 
literacy is necessary before successful domination of tribal cultures 
is achieved (McLuhan, 1962). Friere believes that the educational 
establishment fosters the manipulation of the masses by an elite 
oligarchy through the content and process of its teaching. Literacy 
is purposely kept at animal levels for political purposes. Too ignor- 
ant or too educated a populace is dangerous to govern. 

Planned illiteracy is only one method of control that the 
school imposes on those who pass through its doors. Its system of 
categorization for deviance, the content of its courses, and the rela- 
tionship established between teacher and pupil all may have great 
political significance. The mandate for the use of these devices is 
given the school by the literate oligarchy. For this reason, Illich 
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(1971) maintains that all attempts at change within the educational 
system are doomed to being co-opted by the educational source of 
power. Illich insists that instead of attempting to achieve a more 
open or egalitarian educational system, one should, instead, “de- 
school” society. This can be achieved by removing all forms of 
institutionalized education. By removing the vestiges of imposed 
curriculum and values, the individual would then be freed to learn. 
The criteria for learning may then be shifted from a normative or 
parametric standard to one based upon the individual’s achieve- 
ment in terms of self-growth. The learning community expanded 
to the individual and his culture may then provide 


the primary goal 
as a celebration of awareness (Illich, 1971). 


COUNTER-CULTURE ALTERNATIVES 


The protests of the counter culture might be sum- 
marized as dealing with three types of recommendations: 


1. A new advocacy for difference; 
2. A search for new socialization patterns; 
3. A reformation of the educational institution, 


Advocacy for Difference 


Marcuse (1964) has taken a Position advocating deviance 


in the individual. He rejects tolerance of deviance, since “tolerance” 
implies that deviance is not a desirable thing, 
At present, tolerance of deviance is limited by 
lished by the socializing institutions that see th 
ble for man's behavior. Each institution has 
"correct" behavior and cannot tolerate behav 
particular definition. For example, 


dren who do not conform to the beh 
re 


but a necessary evil. 
characteristics estab- 
emselves as responsi- 
its own definition of 
ior that is beyond its 
in some school systems, chil- 


avior norms are required to be 
moved from regular classrooms. Furthermore, each institution 


feels responsible for only a subset of behaviors that are limited by 
time parameters (a school's responsibility is only for the duration of 


the school day) or situational parameters (a hospital clinic is not 
responsible for aftercare), 


Man’s tolerance for difference is also limited by the na- 
ture of the socialization process itself. As Montesquieu points out, 
man most primitive is not in fact most desirable. As man takes on, 
in addition to his animal nature, the components of thinking and 
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rationality, he becomes a more “purified being.” Rousseau points 
out that when man enters into complex human relationships, the 
evils of society, specifically domination and alienation, get in the 
way of his function (Archer, 1964). Traditionally, man puts limits 
on his relationships in order that his ability to deal with difference 
is not taxed. Man usually imposes a qualitative limit; that is, he 
extrudes certain types of behavior and the persons who indulge in 
them. Deviants are categorized and excluded. 

An alternative to “tolerance” of deviance is to advocate 
difference as a right of citizenship. This position is in direct conflict 
with institutional tolerance of deviance. As institutions develop, the 
right to individual difference becomes more obscure. Durkheim 
(1933) described the specialization that occurs as a result of the 
phenomenon of division of labor. It may be seen as a contract 
situation, in which the individual gives up certain rights and re- 
sponsibilities when he participates in a representative democracy or 
in a mental health institution or in an education institution. The 
individual personally contributes to a form of institutional domina- 
tion, and sets up the conditions leading to alienation. 

On the other hand, the advocate for difference places 
the responsibility for behavior upon the individual. It is not possi- 
ble to exclude an individual on the basis of his behavior. When a 
community of men becomes complex beyond its ability to advocate 
for difference, some criteria for exclusion becomes necessary. 
However, those individuals who advocate for difference do not 
support arbitrary qualitative exclusion of the individual. Instead, 
they suggest an egalitarian cut-off point, beyond which the size of 
the community is no longer viable. Rather than using a complicated 
rationale for excluding individuals, one then excludes a person 
because there is no room. Each basic human group consists of a 
limited number of individuals, all of whom are part of a mutual 
feedback system. Individual responsibility within the group is for 
providing behavioral feedback to one another. The call is for a 
community which, although limited in size, advocates for dif- 
ference, one in which the only criterion for membership is human- 
ity. Means of obtaining this type of society are now developing. 


Alternative Socialization Patterns 
The second component of counter culture is the search 


for an alternative means of socialization outside of the institutional 
setting. While some of these proposals seem to replace the existing 
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institution with another one, such as substituting a day care center 
for home child rearing, many writers do indeed advocate the aboli- 
tion of institutions. The school has come under particular attack as 
an outmoded form of socialization maintained to foster the domi- 
nation of the masses by an intellectual and economic oligarchy. The 
institution of the church has probably been the site of the greatest 
such erosion (Cox, 1965) and the decline in influence of the home 
has been well documented (Mead, 1970). Counter-theorists main- 
tain that these signs of institutional atrophy are not omens of ill 
fortune as usually purported, but rather are health signs of a soci- 
ety throwing off the yoke of institutional oppression for a new 
freedom for the individual. The way, 
Often one risks even self- 
tions. One documentary 
1974), offers much in a 


however, is not an easy one. 

esteem in attempting assault upon institu- 
of such a struggle, Half the House (Kohl, 
realistic approach to change. 


Reformation of the Educational Institution 


The third component proposed by revolutionaries in- 
volves the reconstituting of the teaching-learning contract. The 
nature of the present teaching-learning contract delineates the en- 
ure responsibility for learning with the institution. The school sys- 
tem determines the substance and nature of that learning; the stu- 
dent is only a passive recipient of that learning. The student shares 
no responsibility for his/her learning, and hence, no accountability. 
If the learning fails, the institution can be blamed. 

But counter-theorists hope to revise this contract such 
that both teacher and student share equal responsibility for the 


is, the student must be a full Participant in 
he student must be able to determine his or 
5, and resources and negotiate these with the 
hich he or she is fully account- 
artnership with the teacher in this 


the learning process. T 
her own needs, interest 


needs and resources, not determine them for them. This gives 
and students. And it is the only way in 


free agents in a 


This restructuring of the teacher- 
already begun in the ne 
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found in recent special education legislation and litigation. The 
1976 Education of the Handicapped Act (PL 94-142) is very spe- 
cific in giving the parents or child, where appropriate, authority in 
approving the individual educational plan. An appeal and hearing 
procedure is outlined for use by the parents if they are in dis- 
agreement with the representatives of the school. 

This legislation would seem to speak to the core of the 
counter-theoretical concern that individuals become dominated by 
the institutions erected to serve them. Such laws are beginning to 
recognize that individuals should not be required to surrender con- 
stitutional rights such as equal protection and due process in order 
to be served by an institution. 

In-roads for the rights of individuals are also being made 
within other institutions. There is a growing and exciting literature 
detailing the rediscovery of the individual within institutional struc- 
tures as laws and judicial procedures reaffirm the worth of the 
individual in our mental health facilities (Ennis, 1972; President's 
Committee on Mental Retardation, 1975), in the judicial system 
itself (Tidyman, 1974), and in the schools (Kirp, Kuriloff, & Buss, 


1975). 


Some Final Thoughts 


Philosophically, man's ultimate goal may be seen as 
self-actualization or realization of potential. This process involves, 
among other things, the establishment of a functional relationship 
between mind and mind, in the case of human relationships. In 
seeking to better explain and predict behavior, science has utilized 
various analytic techniques which have polarized, dichotomized, 
and molecularized behavior, but with the promise of "effective in- 
terventions" always just out of grasp. 

No analytic attempt has been successful in developing 
really effective intervention procedures. The analytic process may 
advance scientific discovery, but it should not be used to generate 
models for the delivery of mental health services. While it leads to 
the development of diagnostic models, it generates few, if any, 
treatment models. 

Analytic processes can prove frustrating to the be- 
havioral scientist. The more information he uncovers, the more 
distant becomes the solution, because more variables and more 
problems are uncovered. Though most of the "professional" estab- 
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lishments have much to gain from the proliferation of variables 
and the resultant professional specialization, the outcome for de- 
livery of services is disastrous. . 

Special education is a case in point. The diagnostic 
methodologies are extremely well developed, but few effective and 
proven treatment programs have been defined. Diagnostic 
categories continue to undergo a process mitosis. What were first 
"problem children" were divided into "retarded" and "disturbed" 
children. These are now divided into the learning disabled (sub- 
divided into perceptually handicapped, learning disordered, 
brain-injured, and so forth), the disadvantaged, the educationally 
handicapped, ad infinitum. 

Counter-theorists reject the analytic mode in generation 
of descriptive facts and intervention strategies. They describe 
mind-body unity instead of mind-body separation, not in the indi- 
vidual but in the culture. Delivery of services is an overriding con- 
cern, and synthetic processes are more appropriate conceptual 
modes. Service delivery is seen as a process wherein known config- 
urations of resources are functionally combined. Counter-theorists 
seek new ways of rerelating such phenomena as mind and body, 


self and society, or biophysical and sociological conce 


ptualizations 
of deviance. 


The body of literature generated by counter-theorists 
about the mind (psyche or social self) and body (biologic, “natural” 
self) relationship is extensive. Instead of reducing each element 
into its component parts, attempts are made to relate these two 
basic elements holistically. 

The quest for the reunified man takes m 
aspects of current culture are under scrutiny. If w: 


counter-theory, if not providing answers 
begin 


any forms. All 
e listen, perhaps 


, will at least lead us to 
asking relevant questions. Perhaps counter-theory’s greatest 


contribution can be a reordering of priorities and a renewed sense 
of awe at the endless varieties and for 
Perhaps appreciation for differences ca 
current obsession with remediation an 


ms of human behavior. 
n supplant our culture’s 
d prescription. 
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CHAPTEN TEN 


Existential Views 
and 


Approaches 


Many existential thinkers (e.g., Rank, 1941, 1945; Beck- 
er, 1973; Foucault, 1973, 1975; Zweig, 1970), in order to grasp 
deviance, move to the phenomenological ground. It is in the cul- 
tural experience of “normalcy” that certain existential states are 
authenticated and inauthenticated. Ruth Benedict's phenomeno- 
logical studies of culture (1961) were an existential view of state- 
experiences of cultures. She showed that there are common exis- 
tential states across cultures, but that these states are experienced 
in different w gh they are common 
experienced differently in 
rienced as authentic in one 
ntic in another. The ground 
re, all of these states are ex- 
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lowed to be or not to be in the particular world inhabited in common 
by a particular group. 

From the point of view of the above writers, our nor- 
malcy is a general neurosis taught to civilized man to protect him 
from devastating realizations about himself. Once learned, he uses 
this neurosis to conceal from himself his own state of human frailty. 
He uses it to conceal from himself the limits of his individual men- 
tal apparatus, the relative stupidity that cannot outwit the 
vicissitudes of life that overtake all of us, such as the loss of social 
respect, loss of job, loss of love, loss of money, of health, of physical 
wholeness, of our very life. He uses the reified abstract “normality” 
to conceal from himself his own individual madness, his general 
irrationality, the psychoses revealed in his night dreams and his day 
dreams, his paranoia toward his love, toward his neighbor, toward 
his boss, the secret perversions down in the recesses of his mind 
that he savors but quakes that they may be disclosed. He uses the 
public myth of normality to conceal from himself his own dis- 
abilities, those crippled parts of his body or his psyche that we all 
possess, but do not acknowledge to ourselves or others. Normality 
is a modern totem through which we claim kinship with the mythi- 
cally unblemished and invincible ones, and cover from ourselves 
our own vulnerability in a world that is not ours and which will go 
on without us after we are gone. It makes us feel safe. 

In sum, normality is a mass cultural neurosis contracted 
by individuals with group supp ort to conceal the knowledge of their 
mental and physical limitations, their private madness, and their per- 
sonal disabilities. It is a shared illusion, taught by the culture and 
maintained by means of a set of hiding places into which each individ- 
ual burrows to screen himself from view. As long as the individual 
presents these niches as himself, he is relatively safe from disclosure. 
As long as his identity is confused with his work, family, church, neigh- 
borhood, reference group, etc., he will not have to face his indi- 
viduality and his relative helplessness, nor will we have to face him 
or ourselves as individuals. He will not have to face the inadequacy of 
the group to shield him, protect him, or console him. . 

There is unspoken agreement, a folklore, if you will, 
which says that this assumed identity is normality. As long as 
everyone pretends they cannot see through to the individual, these 
outer shells work as an adequate cover. Let us conspire together. 
You do not catch a glimpse of me, and I do not catch a glimpse of 
you. Let us agree that we will not look very carefully behind the 
screens. Pretend they do not let us see who the other is; and in this 
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way we will not have to face the mental limitations, madness, and 
disabilities that make each of us so vulnerable to the world. We will 
not have to face our own aloneness and defenselessness and can 
bury ourselves in the protective cover of the continuing herd. This 
is our normality. 
Anyone, who, because of his own natural exigencies, 
stands out behind these screens, becomes it, the one observed, the 
different one. This can be a simple man, who fails to don his social 
masks; or the anguished man who feels suffocated and rips off the 
masks; or the jaded, playful man, who drops his mask sardonically 
and raises a finger to the conspiratorial world—these are the ones 
we must tag quickly. We've got to rush them back into the game, or 
push them far away from us so we cannot see 
masks. We must strive with might arid main 
Sources at our disposal to get them into job, school, church, 
family—all those covering places we use ourselves—or we may look 
into the mirror of their faces and reveal ourselves. For, when our 


vulnerability is starkly revealed, we face stupidity, madness, and 
disability. 


they are not wearing 
and all the social re- 


The Modern Ship of Fools 


Becker in his fin 


al, recent Pulitzer-winning book Denial 
of Death, written when he 


was dying, declared: 


We can say that the essence of normality is the refusal of reality. Or, 
putting it another way, normality is neurosis and vice-versa. We call 


a man "neurotic" when his lie begins to show damaging effects on 
him or on people around him. (p. 178) 


Essentially, what Becker is s 
group, who categorizes himself or the 
aware of their lie. He agrees with Otto Rank that what we call 
neurosis represents the point at which a person begins to realize 
that his “normality” is an illusion, and, in coming to that realization, 
this insight causes so much anguish that he acts, thinks, and relates 
in ways that begin to show damaging effects on him and others. 

Michael Foucault quotes Pascal in saying, “Men are so 
necessarily mad, that not to be mad is another form of madness" 
(p. ix). Foucault also quotes Dostoevsky, as saying, in his Diary 


of a Writer, “It is not by confining one's neighbor that one is con- 
vinced of his own sanity" (p. ix) 


aying is that the person or 
mselves as normal, are not 
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Foucault's book points out that madness bursts upon the 
landscape of Western civilization at the end of the Middle Ages, 
after the middle of the fifteenth century, and that this classic event 
coincided with the receding of leprosy in that area of the world. 
Whereas in the first half of the fifteenth century the mask of death 
was the macabre motif of literature, art, science, and iconography, 
the latter half of the fifteenth century saw madness sweep like 
wildfire across the literary, scientific, artistic, and iconographic im- 
aginations of Western civilization. In that brief century the obses- 
sion with death gave way to a civilization-wide neurosis, or morbid 


preoccupation with madness. 
The emptied Lazar houses, the leper houses, suddenly 


were filled with madmen and madwomen; colonies of lepers 
banished to the spaces outside the city gates gave way to the ascen- 
dancy of images of the mad; and the Ship of Fools, pictured so 
vividly in the literature, iconography, and art of the classic age, was 
reflected in the actual ships upon which fools were set adrift on 
waterways that connected European towns. Although both crew 
and passengers were called fools or madmen, the inhabitants of 
these floating exiles actually included thieves, pestilence carriers, 
debauchers, and others who lacked a functional place in the com- 
munities out of which they had been driven. All were included in 
the magic ambience of madness, encircled by the “normal” 
paranoia of the closely knit communities that could not incorporate 
these “individuals” whose lives were solitary and unfitted to the 
“ideal” order of feudalism and townism. 

According to Paul Zweig, in his study of subversive indi- 
vidualism, The Heresy of Self Love (1970), during that period in 
history 


The individual was by nature a suspicious character—the nuances 
exist in some uses of the French word, “individu”. He was banished 
into exile, which was even thought to be a spiritual death, for life 
without a prepared function was an absurdity. Madmen, lepers, 
thieves were made to wander from town to town; or, as on the nefs 
des fous (Ships of Fools) were floated aimlessly down rivers, be- 


longing to no place or people! (p. 66) 


Zweig feels that during this era the rights of community 
had come to be inviolable. The community formed an organic 
whole in which the lowest niches of rank and precedence were 
integrally linked to the highest and most auspicious niches. Anyone 
who fell outside of this knitted unity was, by nature, without a place 
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in the whole, and, therefore, located in the placeless space of the 
ships of fools. . 

According to Foucault, until the end of the fifteenth 
century, man broke through his illusion of immortality and invul- 
nerability only in the icons of pestilence and war, whose hidden 
referent was death. He distanced his own vulnerability and 
mortality through abstract references to death—in statues, in paint- 
ings, in literature, and even in more concrete, but still distancing 
mechanisms, the exile structures of the Lazar house. As an indi- 
vidual, he defended himself against death by picturing death as a 
threatening potential, rather than an imminent reality. However, 
by the end of the fifteenth century, both outer and inner events 
took away the haunting imminence of death, which had been rep- 


resented in the scourge of leprosy. Now that the threat of im- 
mediate death had receded, he had to create a new motif in which 


to pour his terror, his existential anxiety. This motif, madness or 
Man's folly, rather than man's death, became the scapula that 
warded off the evils that befell everyone. He could bear the intran- 
sigencies of life by epitomizing them as folly and by going a step 
beyond his literary and artistic representation of these truths about 
himself. He gave them flesh—another man's flesh—the follies of 
the "individu." He then cast this flesh adrift on the nefs des fous. 

Man could overcome his folly—those mad, meaningless 
things that happened to him from outside or inside—by acts of 
reason, by rationality. If he was smart enough, if he was rational 
enough, he could be safe. The live, fleshed representations of folly 
out there kept reminding and warning him to be sharp and alert, 
or else he would also be shipped out on nefs des fous. 

Before the middle of the fifteenth century and a little 
beyond, it was, "look alive lest you be dead." After the fifteenth 
century it was, "look alive lest you fall into folly." That flesh out 
there, on those ships, beyond those walls, that is madness. It doesn't 
dwell within. It is neither within me, nor around me, in my 
functional Spaces. Instead it dwells out there, outside of me, in 


es which we—the scared “us” 
relegated to them—the spoiled “ 
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those who continued to exist within the sacred circle of community, 
were, beyond their mask or reason, resonating to their banished 
counterparts. 

According to Zweig, these exiled “individuals” con- 
tinued to exercise a strange fascination for those they left behind. 


Like les sociéres, they were thought to converse with the suppressed 
pagan gods, who had a great though underground influence on 
the people, as Michelet has pointed out. . . . But more than that, the 
solitaries and the “fools,” because of their very indigence, recalled 
the prestigious image of Christ, the great exile. (p. 66) 


And so, the fools not only mediated between the non- 
fools and the suppressed pagan gods, but also between those still 
fitted tight and safe within community and the Christian God- 
figures. The rejected individuals were somehow equated with the 
self-chosen anchorites, the desert saints of that time who also 
dwelled outside community, outside the town walls, and without 
institutional ties. Zweig points out that these desert saints were 
revered by the people because of their extreme asceticism and 
their rejection of all social bonds, and because they scorned the 
institutional church, which the people had come to see as their 
oppressor. 
This gesture of the fifteenth-century Western com- 
munities, whereby the town vomited out of itself the individuals it 
construed as alien, indigestible, or spoiled matter, thereby purify- 
ing and saving itself, is certainly not a unique psychic phenomenon 
in the regularities of communities. Nor is the schizophrenic at- 
titude of alienation-dissociation, of reverence-terror, displayed to- 
ward the extruded symbols, a unique collective response. The pub- 
lic expulsion of evil in the form of a human proxy is a psychological 
principle of community functioning. The proxy is always simul- 
taneously maligned and worshiped as the carrier of the evilness 
and divinity of the community. 


Scapegoating 

In one of the great books of all times, Sir James Frazier's 
Golden Bough, the writer says: 
In the foregoing chapter the primitive principle of the transference 
of ills to another person, animal, or thing was explained and illus- 


irated. But similar means have been adopted to free a whole com- 
munity from diverse evils that afflict it. Such attempts to dismiss at 
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once the accumulated sorrows of a people are by no means rare or 
exceptional; on the contrary they have been made in many lands, 


and from being occasional they tend to become periodic and an- 
nual. (p. 633) 


Frazier says that it requires some effort on our part to 
realize the frame of mind that prompts these attempts. He either 
did not know about, or did not make the connections between the 
more ancient examples that he presents of collective transference 
of diverse collective ills to another person and the phenomenon of 
nefs des fous at the end of the Middle Ages. He does document the 
universality of the community process very 
that in all parts of the world and all for 
non has existed. The public expulsion, 
colors, many threads, but alwa 


thoroughly by showing 
ms of culture the phenome- 
of evil is a pattern of many 
ys the same pattern. The evils ex- 
pelled are disease, misfortune, affliction, the breaking of taboos, 
and threats of all kinds, real or imagined. 
In fact, the very symbol of wate 
in the nefs des fous is universal. Fra 
conveys the demons m 
little ship or boat.” 


r and ships represented 
zier reports, “The vehicle which 
ay be of various kinds. The common one is a 


» when a whole village suffers 
from sickness a small ship is constructed and filled with foods, 
tobacco, etc.; and when it is launched, a man calls out to the 
sicknesses, “O all ye sicknesses, ye small poxes, agues, measles, etc., 
who have visited us so long and wasted us so sorely, but who now 
cease to plague us, we have made a ship ready for you,” etc. He 
then tells the sickness to sail away to another land far from here. 


Often the vehicle that carries away the collected demons 
or ills of the whole community is an anir 


documents over and over again, 
of the people are Periodically lai 
are a few examples. At Onitsh 
were sacrificed annually to take 
who had, during that year, 


theft, adultery, witch-craft, etc., were taxed. Thi 


to buy two sickly persons “to be offered as a s 
abominable crimes—one for the | 


650). In spite of the vigilance of t 


a on the Niger, two human beings 
away the sins of the land. Everyone 
grossly sinned, such as incendiarism, 
s money was used 


acrifice for all the 
and and one for the river” (p. 


he British government, the same 
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practice was secretly carried out by many tribes in the delta of the 
Niger. Among the Yoruba of West Africa, a sacrificial victim was 
chosen from a town or city to be sacrificed for the well-being of his 
government. The people would rush out of their houses to touch 
him and transfer onto him their sin, guilt, trouble and death (p. 
660). In Siam it was the custom on one day of the year to select a 
woman who was physically broken down by debauchery, carry her 
through the streets, where the populace pelted her with mud and 
dirt, and then she was thrown on a dunghill outside the ramparts of 
the city. 

Frazier gives numerous examples of this practice. To 
bring the ritual closer to home, the witch fever that wracked the 
New England towns in the eighteenth century had many elements 
of these phenomena. As a matter of fact, one of the ways in which 
towns in colonial America rid themselves of the dependent insane 
was by transporting these undesirables to a distant town at night. 
The practice of “warning out” strangers to a settlement was quite 
common. 

It does seem strange that these practices, so reminiscent 
of the nefs des fous, should be carried over into America. Accord- 
ing to our own mythological, or true history, the whole United 
States was founded as a vast “Ship of Fools,” a newly discovered 
open territory into which Europe and Russia could empty out the 
recalcitrants and undesirables that they could not digest. We were 
founded as a nation of misfits, recalcitrants, or rebels, depending 
upon how you want to look at it. A large portion of our forefathers, 
according to popular conception, were driven out, or opted out, of 
communities in the old world. From this point of view, we built a 
nation upon deviants or abnormals, people who had been without a 
niche, or who had occupied uncomfortable niches, in their sending 
community. 
Nevertheless, what seemed to occur, and apparently 
what always occurs in the inevitable tension between individual and 
community, is that when the spaces were filled and people regu- 
larized their commerce, their relations, and their practices, a com- 
munal illusion began to assert itself, the illusion of “we” and “they.” 
The "we" was not of "them." They were different from "us." 

As late as 1921, as we saw in the chapter on psychohis- 
torical views, H. H. Goddard, a famous psychologist, warned 


America against differences. 

There are two million people in the United States who, because of 
their weak minds or their diseased minds, are making our country 
a dangerous place to live in. The two million is increasing both by 
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heredity and training. We are breeding defectives, we are making 
criminals. (p. iv) 


Today, we do not talk about weak minds and diseased 
minds. Instead we talk about mental retardation and mental illness; 
we talk about “abnormality.” We have built vast scientific fortifica- 
tions as prevention and protection against “abnormality.” Certainly 
much of what has been done is out of compassion. We do have 
strong elements of compassion in all of our research and service 
delivery campaigns. But what else might motivate these vast public 
efforts, and what sort of eco-static process are we professionals 
engaged in? Where does the discovery of new disabilities in our 
populations end? In our diagnosing and healing role, what sort of 
symbol do we represent to the public? As a matter of fact, who is 
that nebulous public, as distinguished from our clients? Is it the 
great army of “normals,” that faceless, indistinguishable mass? 

If we listen to Ernest Becker's voice from his new made 
grave, “normality” is an illusion, it is a vast identification myth, a 
false abstraction that binds all those who claim kinship with “nor- 
mality” into a passenger list for the modern nefs des fous. The 
need to be normal is so great that one almost willingly 
group self-delusions that are erected to hold death at ba 
fer to a few others our own helplessness, our disability in face of 
universal odds, our own craziness that caused us to design concen- 
tration camps, nuclear weaponry, body-counts, or the more simple 
and individual craziness of our personal night dreams, our per- 
sonal persecution of the ones we love most, etc, 

Becker seems to shift back and forth in discussing the 
neurosis of normality and just plain neurosis. He seems almost to 


contradict himself over and over. And yet, how could it be oth- 
erwise? As Becker himself Says: 


adopts the 
y, to trans- 


But we can also see at once that there is no line between normal and 
neurotic, as we all lie [the lie he is talk 


1 € ing about is the refusal of 
reality] and are all bound in some ways by the lies, Neurosis is, then, 
something we all share; it is universa 


l. (pp. 178-179) 
The Disease of Perfection 


Today, the need to be “normal” is overwhelming, so 
overwhelming that we are increasingly alert tc 


) signs of “abnormal- 
ity.” Once having discovered a flaw, we immediately sound the 
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alarm and set our forces of protection into motion. But protection 
of whom? This is the confusion. Protection of “them”? Of "us"? 

The neurosis grows and spreads, fastening its hold upon 
us all, forcing us to face our own illusions. An epoch is passing, 
another is beginning. The veil of accepted reality that stands be- 
tween us and the world is being brutally torn away. We are being 
forced back upon our resources and are doomed to create our own 
realities. The danse macabre begins its measured beat again. Its 
rhythm grows wilder and wilder as the specter of death grows 
stronger daily. We are once again under the shadow, and this time 
it is not an impersonal and impassioned doom ruled by external 
fate. This time man has fashioned his own death. This time death 
comes directly from the brilliance of his rational mind. It comes out 
of the intelligence which he so passionately enshrines in his cathe- 
drals of education. It is the same intelligence to which he pays hom- 
age in his clinics, institutions, and treatment centers. 

The madness of his sanity, the stupidity of brilliance has 
split the atom and has rent asunder his illusory world. Suddenly we 
are naked, thrown back upon our lonely selves. Now we are forced 
to stand upon the only ground left to us—the immediacy of our 
own personal experience and our own interpretation of that ex- 


perience. 
In Will Therapy and Truth and Reality, Otto Rank (1945) 
said: 


While the average well-adjusted man can make the reality that is 
generally accepted as truth into his own truth, the searcher after 
truth seeks and finds his own truth which he wants to make 


general—that is real. (p. 251) 


A few short years ago, the average, well-adjusted man had a gener- 
ally accepted reality which he could borrow as his own truth. Now 
each individual is being forced to seek and find his truth, not out of 
choice, but out of the force of external exigencies against which 
there is no buffer. The anguish of man today is that former truths 
are now his lies. He has been catapulted away from his illusions 
with brutal violence. As he is hurled into the spaces of his own 
experience, he clutches desperately at a few shreds of illusion re- 


maining to him—his own normality. 
In a deeper sense, to be normal is to be safe—safe from 


death, disability, and folly, safe from all the properties of those not 
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normal ones. Let them take all those properties we disclaim and carry 
them away from us on the twentieth century nefs des fous (our 
institutions, clinics, treatment centers, special classes, etc.). It is they 
who bear the burden of our abnormality. As long as they are out 
there, just beyond our reach, we are safe. They are our safety. 
They take away our abnormality, and we are made normal. 
There is a sense of desperation in our ever increasing 
concern with deviance and disability. We are obsessed with it, just 
as we are obsessed with normality. Like the Island of Ceram, when 
a whole village suffers from sickness, we construct our ships, our 
programs, projects, and so forth, and as they are launched the 
people chant, “Oh all ye sickness, ye small poxes, agues, retarda- 
tion, mental illness, learning and developmental disabilities, who 


have visited us so long and wasted us so sorely, but who now cease to 


plague us, we have made our ships ready for you. Float away from 
us." 


Otto Rank said that the neurotic was the normal made 
aware. The neurotic was on a way-station between normality and 
creativity. Creativity was the process of seeking and finding one's 
own truth and trying to make it real. For Becker, normality is 


neurosis, a state of “being” in which one lives out universal lies 
without awareness of the lies. The neurotic 


ove t do anything el 
beginning of a journey which he will not 
pended between illusion and life. Thus 
conditions of incompleteness, of unreali 
or delayed development. Both 
without awareness of the illusio 
ately trying to patch the old 
Neither voluntarily 
the circumstances o 


se. He is caught at the 
take. He is in pain, sus- 
» normal and neurotic are 
zed potential, of disability, 
are illusions of normality; one is 
n; the other is aware, but desper- 
illusions into a workable oblivion. 
suspends the illusion; both are being forced by 
f our modern lives to relinquish these claims. 

. A recognition of sorts is beginning to appear in cultural 
reflections of ourselves. Our movies, our literature our modern 
iconography are revealing the depth of ourselves. Strange an- 
tiheroes appear upon our screens, our Stages, in our books, and our 
art. In the darkness of a theatre we acknowledge ureelves in the 
kinky characters looking down at us and acting out our ahnorwal 
normality. We laugh and cry and clap and cheer 
ourselves without our masks. We break through to the multiple 
dimensions of our truer nature in those new portrayals of our- 
selves. We acknowledge their deviance and our own and make a 
celebration of the fact. 


and recognize 
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But in the daily market place of our lives we continue to 
hide. We conceal ourselves behind our work, our rituals, and our 
customs. We ask our professionals—our teachers and care-givers to 
help us maintain our delusions a little longer. We ask them to 
search out and find the ones who do not fit. Help them become like 
us. Normalize them. Perhaps in normalizing them we can nor- 


malize ourselves. 
For at one level, we know this is lunacy and we are living 


it out. But, like Rank’s neurotic we are caught—unable to move, 
unable to take that first step away from the common reality with 
which we deluded ourselves so long. That first step is a lonely step. 
It is a step without illusions, without the comfort of normality. That 
pulls the world from under us. That puts us out beyond our 


depths, without a ship to float on except the ship of fools. 
That journey we will not take. We will not move onto 


that ship away from the comfort and body warmth of the physical 
masses. Although we speak a different language and are intensely 
aware of the delusions, we involve ourselves in their lunacy, know- 
ing that the ones we point to are no more foolish, disabled, or 
stupid than we are. We know that we can comfort and console the 
extruded ones, give them hope and help, ease their loneliness and 
sorrow. 

But let us not delude ourselves and identify our fate with 
the illusion of normality. Let us not borrow the false reality that 
goes with the illusion. Nor should we lend ourselves to the endless 
anguish and despair of the enlightened neurotic. For this is a fruit- 
less and empty course. Let us make our peace with the deluded 
ones, as well as the extruded ones. Let us love them both and, if 
possible, give them peace out of our own peace. And for a handful 
at least, leave the charted path and blaze a way in the wilderness; 
for on the other side of enlightened neurosis is creativity. Creativity 
is our hope, our answer, our new enlightenment. To quote Otto 
Rank again, “The searcher after truth seeks and finds his own 
truth—and then makes it general—that is, real” (1945, p. 251). 

He fashions a new reality, a reality in which normal and 
abnormal are without meaning—a new reality without a ship of 


fools. 


The Illusion of Reason 


From this perspective our major moral problem in car- 
appened to those who dedicate their life 


ing for others is what has h 
xclusively identified themselves with 


to caring. They have almost e 
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“science” and reason, and have subjected themselves to years of 
training to learn to control their immediate sentience of others 
through that reason. They make an equation between professional 
caring and reason. They put what we call “reason” between them- 
selves and those who are clients and students. They identify reason- 
ing about others as their major tool and extrareasoning apprehen- 
sion of others as suspect. 

Perhaps we have come to a time in history when we 
should begin to question our solidarity with Western civilization's 
definition of reason and its derivative, social “science,” and exam- 
ine their cost to us and those with whom we have a helping coven- 


ant. In his book Psychology and Madness, Michel Foucault (1973) has 
said: 


Renaissance culture put its values to the test and engaged them in 


combat in a way that was more ironic than tragic. Reason, too, 
recognized itself as being duplicated and dispossessed of itself: it 
thought itself wise, and it was mad; it thought it knew and it knew 
nothing; it thought itself righteous and it was insane: 
led one to the shades and the forbidden world, when o 
one was being led by the eternal light. (p. 77) 


knowledge 
ne thought 


To paraphrase Foucault we might say that our social 


"science" training, which emphasizes the ideology of reason as the 
path to helping others 


is more ironic than tragic. Our professional union with "reason" 
thought itself wise, and it was mad; it thought it knew and it knew 
nothing; it thought itself righteous and it was insane: Our knowl- 
edge has led us to the shades and the forbidden world, when we 
thought we were being led by the eternal light. 


apprehending others and their 


reason and psychology has es- 
ourselves. The medium is the 
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logical with you nonlogical people, I will be intelligent with you 
nonintelligent people. I will be reasonable with you irrational 
people. I will grasp you only with my reasonable mind and teach 
you to be like me in my reasonableness.” The message is clear: “I 
will not accept your existence as it is.” 

“Come,” we say, “this is a reasonable world we live in; 
and you too must reason like the rest of us. This is your price of 
admission to society. This is the identity bracelet that will save you 
from being locked up. I will offer myself to you only if you come to 
me on these acceptable grounds of existence." 

This rite of reason, which surrounds everything we do, 
drives them further away from us and into their own shades, drives 
them away from the world we offer them. We cannot say, "Be in the 
world as you are.” They have no way of knowing, as we seem to have 
no way of knowing, that the world we offer them is probably mad, 
not reasonable, when we put it to the test of the criteria of reason 
provided us by our culture and our profession. This lie of reason 
denies the extrareasoning ways used by all persons in responding 
to, and acting upon, their world. It denies the extrareasoning 
motivations, and rationalizations surrounding our actions, deci- 
sions, or convictions. 

There is a play within a play where we act out sanity and 
logic and reasonableness and thus deceive ourselves, like an audi- 
ence within the play watching reasonable men do reasonable things. 
But the holocaust of Nazi Germany, of Hiroshima, of Mai Lai, of 
Watergate, is the outer play—the real play. And the outer play is 
made of the same stuff as those neighbors whom we take as clients 
and try to convince of their differences. We convey to them that 
they are insane and we are not. They are stupid and we are not. 

But that is because we professionals may have been 
taken in by the play within the play and have become actors acting 
out our assigned parts. Our part in the play is good works through 
reason and rational knowledge. We are the "scientist"- 
professionals. 

As long as we are mainly that, we separate ourselves 
from them. We lie both to ourselves and to them about who we are 
and who they are. We lie to them about their differences from us. 
There is no real difference. We do not say that we, the great mass, 
are only more socially malleable, more capable of acting then they. 
We do not say, “this is a charade we're in, this inner play, and if you 
knew that, there would be no need to be alone, shut off from the 
rest of us crazies, us stupids. And if we then locked you up you 
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would know we are only trying to prove the reality of this inner 
play, the play about our sanity and wisdom.” : 

What is this “reason” we worship so blindly? Where did 
it come from? What does it do for us? It first gave us the illusion of 
mastery of the world. It has flourished vigorously and prolifically 
since the "Enlightenment." It promised to lead us to the eternal 
light and therefore we built temples to it, our universities and 
schools. 

The successful French Revolutionaries, immediately 
after their victories, dedicated the Madeline as a Temple of 
Reason—a temple, ironically, which was to commemorate and cele- 
brate Napoleon's Grand Armée. Shortly after its construction that 
temple became a religious shrine, but in the first full flush of 
victory those men and women of the French Revolution offered 
their own temple to their own fraternity of heroic reasonableness. 
And then, in a very reasonable fashion, they began the bloody 
execution of each other in the midst of their reasonable chaos, until 
Napoleon forced his ego-maniacal rule upon them. 


The Language of Reason 


The language of reason is the kind 
capable of, the kind of brilliance that, under the exigencies of hav- 
ing to kill each other more efficiently in World War II, developed 
the ultimate destructive weapon, the atomic bomb. 

This may sound like a polemic against reason, but it is 
not that. It is a call for the acceptance of what exists. What we call 
"reason" is a conventional wisdom, a general consensus, if you will, 
of what reason is. It is a long forgotten agreement among men that 
we will exclude from the category "reason" all processes through 


which we receive knowledge about the world and wisdom about life 
around us, which are not subject to cognition and logic. It is a 
tyranny of a particular mind set, a particular limited group of 


mental structures over all other sentient apprehension of the 
world. The terms sentient and apprehend are used here for a 
particular purpose. Sentient is defined as “(1) Having sense percep- 
tion; conscious; (2) Experiencing feeling or sensation. The mind.” 
Apprehend is defined, “to grasp mentally; understand.” 

‘There are ways of understanding, of h 
ception, of feeling or sensation, of consciousness 


of thinking men are 


aving sense per- 
of things that are 
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not included in the limited boundaries we allow to “reason.” The 
New Heritage Dictionary definition of reason is “The basis or motive 
for an action, decision, or conviction.” 

Isn't this definition a contradiction to the prevailing 
ideology of “reason”? Doesn’t that ideology see reason as divorced 
from motivation, divorced from justification? Does it not see reason 
as something purer than that, something undiluted by irrational 
impulses, drives, biases, etc.? 

As far back as 1941 Otto Rank wrote in Beyond Psychol- 


ogy " 


My main thesis which was derived from a crisis in psychology ap- 
pears quite applicable to our present general bewilderment, inas- 
much as it lays bare the irrational roots of human behavior which 
psychology tries to explain rationally in order to make it intelligible, 
that is, acceptable. When I first realized that people, though they 
may think and talk rationally—and even behave so—yet live irra- 
tionally, I thought that "beyond" individual psychology simply 
meant social or collective psychology until I discovered that this too 
is generally conceived of in the same rational terms.... (p. 11) 
Thus, what we need is an irrational language with a new vocabu- 
lary.... (pp. 12-13) For the most part what we call "irrational" is 
just natural; but our "rationale" has become so unnatural that we see 
everything natural as irrational. (pp. 14-15) 


He then goes on to say something very important for 
those of us who work with variant children. 


Hence our psychology as the climax of man's self-rationalization is 
inadequate to explain change because it can only justify the type 
representing the existing social order of which it is an expression. 


(p. 15) 


This was said more than thirty-five years ago, but in 
spite of its profound implications it has not been heard by those 
who find themselves in the business of “justifying the ‘type’ repre- 
senting the existing social order." We have been justifiers of the 
social order. We have been sleepwalkers, unaware of what we are 
doing. Unknowingly, we have been justifying the unnatural, 
man-made order surrounding us by elevating the representative 
type in that existing social order to the pinnacle position of normal 
man, ideal man; and we have judged as inadequate those extruded 
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from the social mainstream, because they do not fit this standard. 
We have judged them against the model man, and the model man 
is an unnatural man, a myth. 

One of the characteristics mythified in this representa- 
tive type was “reason.” Above all, the ideal against which we judged 
all others was the appearance of reason. We did not look inside the 
heads of the living, breathing models of the social ideal. We judged 
them by surface appearances and accepted, at face value, their 
normality, or their appearance of such. 


The Tyranny of Reason 


Ruth Benedict’s study of cultures (1961) helps us under- 
stand how certain human patterns are authenticated and others are 
inauthenticated. If she is correct in saying that the authenticated 
ones move more and more toward exaggeration, then there are 
profound implications for our choice of a particular 
We would understand why Rank should say th 
become so unnatural that we see ever 

This kind of thinkin 
quite a difficult position. They 


state of reason. 
at our rationale has 
ything natural as irrational. 
g puts “scientist”-professionals in 


find themselves in a reversed field. 
The standards for normal or ideal social members now come under 


serious suspicion. This is very disconcerting. If the model now 


becomes the unnatural, then what is the basis for calling our 
labeled fellows unnatural or abnormal? 


a matter of fact, to prevent the c 
types from distorting what is natural in human being, we badly 
need our intractable ones, those who for one reason or another are 
not malleable and cannot be molded to the requirements and ex- 
pectations of culture. They are our saving grace. They prevent 
culture from suffocating humans. If their condition is rooted in the 


genes, then we badly need their gene pool to keep from becoming 
totally unnatural. 


ultural requirements for human 


What is being suggested, in phenomenological lan- 
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guage, is that we should welcome variant children. Rather than 
spend so much time looking for cures for them we should spend 
more time accommodating to them. They are a precious natural 
resource which we should use as a standard against which to mea- 
sure the extent of unnaturalness we are nurturing in the plastic 
ones. It should help us counter the extremes of pathological nor- 


mality we are fostering. 
It is probably not by accident that the limited measuring 


instrument we call intelligence tests should have been developed in 
France. It was there that the tyranny of the ideology of reason, so 
narrowly conceived, became a governing ideology for Western 
civilization. This instrument, which education has adopted so 
fervently, has given a technological dimension to that narrow band 
of human sentience and wisdom acceptable as reason. Ask a psy- 
chologist what intelligence is and his hard, circular answer is, "what 
the intelligence test measures." Is that reasonable? 


The School of Reason 


For over half a century education has tightened its noose 
of acceptability over a gradually diminishing group of normal 
educables. With the help of the human “sciences” educators have 
arrayed their resources against unchosen qualities outside the iron 
band called reason, which walls out all human processes outside its 
ideological confines. 

Educators have always talked about serving the whole 
child; however, they would accept as whole only the child who 
functioned well within the narrow confines they marked off as 
reason. Furthermore, the vast territories of receptivity to the inflow 
of the world outside these confines were declared off limits for 
these children as long as they operated in the territory of school. It 
is not only that these children were not encouraged to use these 
capacities for knowledge about the world, but they were actively 
discouraged from using them. The wholeness of other children, 
who lacked this specialized talent for learning through cognition, 
was discarded. The school ignored all of their other capacities for 
growth and development and simply declared them ineducable. 

This means that much human material was discarded as 
low-grade or marred when put to this ideological test of educabil- 
ity. The population that was chosen by education through a set of 
increasingly finer screens represented a relatively limited range of 
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natural traits and capacities in human beings. Intelligence and 
achievement, as displayed in cognitive processes, was the sine- 
qua-non of reasonableness; and, therefore, educability. panacea 
did not pass the intelligence test of reasonableness were discarde ] 
Likewise, those who could not engage the exclusive curriculum of 
cognition, were declared ineducable—at least until we could find 
ways around this educationally-declared handicap for that indi- 
vidual child. 

Unless the student could be brought back into reason; 
that is unless he or she could be exclusively cognitive while in the 
classroom, education was not possible. It was not so long ago 
(perhaps fifteen years) that both educators and superintendents of 
mental hospitals assured us that there was no point to classrooms in 
mental hospitals. When the child was "cured," and only then, he or 
she could be educated. Reasonableness and nonreasonableness 
were mutually exclusive human qualities, 

In such statements and behaviors the 
munity totally denied and repressed the 
and irrational mixture within themselves. 
that a major part of their lives was as irra 
even those children who were captives in mental hospitals. Our 
dreams are the most striking example of this. 

Over time, the kind of process that Ruth Benedict says 
operates in all cultures to develop an extreme form of the chosen 
type had happened in the narrowing, increased selectivity of 
schools. "Together with the social "science" practitioners they had 
ruled out more and more students who were not eligible for ra- 
tional education. The schools, then, became the breeder pens for 
the chosen reasoning mind, and the place where society very early 
made its choice of rejectees. It was an effective way to select and 
discard for later social membership. 

Social "science" pr: 
of successively narrowing 


professional com- 
existence of the rational 
They repressed the fact 
tional as the condition of 


actitioners cooperated in this process 
the definition. Both students and 
teachers, over a period of two or three generations, began to be 
exposed to a more and more restrictive ran 
lation. The images of normality 
more and more limited because 
resentative sample of the popul: 
ruled out the others. 
Now, with PL 
Act, 1976, we are faced 
called weak minds 


ge of the general popu- 
in their own minds also became 
they were exposed to a nonrep- 
ation. Special classes and exclusions 


94-142: Education of the Handicapped 


with the readmission of what Goddard 


and diseased minds into the classroom, i.e., 
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minds that function outside the tight ideological band called rea- 
son. It is certainly not a mandate to teach anything that does not fall 
into this narrow scope. It merely mandates that we cannot exclude 
those characteristics of functioning minds we call irrational. This 
does present a dilemma, because essentially ours is a cognitive cur- 
riculum. It is difficult enough to present this curriculum to the 
most reasonable or rational among us even with all of the 
psychological knowledge available to back us up in this endeavor. 
What are we going to do now that it is mandated that unreasonable 
people be integrated into the educational mainstream? We know 
how difficult it is to teach rational and cognitive knowledge. We 
know that behavior modification, perceptual training, megavitamin 
and nutritional therapy, and even psychotherapy have their limita- 
tions. How can we make them rational in order to involve them in 
our curriculum, or how can we find ways to teach them the same 
curriculum that gets around their rational limitations? We do not 
ask serious questions about the curriculum of reason. Nor do we 
ask questions about the reasonableness of our criteria of educable- 
ness. Most important we do not ask questions about our rational 
images of human beings. 

There has been a gradual, dawning realization of the 
craziness of man. Our picture of man as a reasoning and reason- 
able animal has been so flagrantly violated in the last forty to fifty 
years that we are reeling from total disorientation. We have lost our 
identity. We feel that we have gone insane, that the world is insane. 
We do not believe what has happened to us since these momentous 
experiences fall into that vast uncharted wasteland that is off limits 
to reason. All of these irrational things are unreasonable, and 
therefore we cannot deal with them. 

This is a lonely awareness. Each of us faces it separately 
and questions our own reason; because after all, the national media 
uses the language of reason when it talks about body counts, about 
the inevitability of nuclear reactor plants going awry and wiping us 
out, of the social security funds running out, of killings at Attica, of 
groups of youth taking over the city, etc. We feel mad because we 
feel the schizophrenic split between what we experience and the 
language of reason used by society to make irrational things appear 
reasonable. It is the language of the Mad Hatter which seems to 
make sense, but actually makes no sense at all. 

We need to invent a new irrational language to talk 
about irrational things. The time has come to reclaim ourselves in 
those students we have ruled out. They are the true representatives 
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of all that we are, and not just the unrepresentative outcasts of what 
our society says we are. “Science” has not and cannot rule them out 
of existence in the way it pretends to have done. The rational 
language of “science” cannot give us information about them be- 
cause they do not fit a rational language. They are indeterminate 
humans in the determinate spotlight of “science.” 


Implications for Intervention 


If one adopts this existential perspective the obvious ac- 
tion implications are advocacy. We look at abused children who are 
“called out of their name,” that is, called something other than 
their own name—learning disabled, schizophrenic, retarded, etc. 
They are abused in the same sense that we have cor 
family child abuse; only, in this case, the “ 
unit than the biological famil 
child’s “being” 
inauthentic. T 
agony. 


me to recognize 
family” is a much larger 
y. Through the abusing process the 
is destroyed. He experiences his own existence as 
he child pays the price of the family’s existential 


He also absorbs the inauthentic st 
ily. Since these states are not allowed to “be” 


have clandestine existence somewhere. Th 


reclamation in the “other,” the child becomes the continuous recep- 
tacle of disembodied inaut 


hentic states that have been “thrown out” 
upon him by the bearers. Thus, these existential states 
enced as alien to the existence of the 


child “itself” is experienced as the 
owned state. 

In order to understand the m 
understand how to advocate for the in 
look at the way it works in a biological f 
child abuse are clear and recognizable 
small, microscopic unit that we c 
and over again such children ar 
psychiatric clinics by the abusing 
their “difference.” They are re 
“emotional disturbance,” 
“behavior problem,” 


ates of the larger fam- 
in the world, they must 
rough the alchemy of 


are experi- 
projector and the receptacle 
alienated possessor of the dis- 


ore general process and to 
authenticated child, let us 
family unit. The dynamics of 
here, because the family is a 
an grasp and understand. Over 
e referred to psychological and 
parents or by others because of 
ferred for “learning disability,” 
"social maladjustment,” “retardation,” 
“brain damage,” and so on. It is 
subtle cues that you begin to encounter the child-ab 
the case. Usually, you do locate the differences the 


only through 
use aspect of 
parents or the 
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schools point out to you. However, by the time you see the child, 
the interaction between the parents’ brutalization and the subtle 
cues the child originally gave out to cause the parents to fix him 
upon the cross of their existential anguish, is totally obscured. Of 
course we expect that a brutalized child does have learning difficul- 
ties, a battered child is brain damaged, a sexually, physically, or emo- 
tionally abused child is disturbed. What else could one expect? When 
we look closely at the situation, whatever else we find, the child is the 
family hostage, the sacrificial lamb, the family scapegoat. 

We are beginning to take both an ethical and compas- 
sionate stand against child abuse in biological families. In the exag- 
gerated cases of child abuse we are beginning to see very clearly the 
part the family plays in the problem, and although we deal with the 
existential anguish of the other family members, we advocate for 


the child. 
Those who have professional responsibility for such 


children must take the next courageous step. They must recognize 
special children for what they are. They are the victims of social 
child abuse. Therefore, the professional must stand against this 
abuse and help authenticate the child's state, whatever it is, and 
insist that he or she be allowed to be in the world, in the same measure 
and to the same degree that authenticated states, called "normal- 
ity," are allowed to be in the world. The child's existence in his or 
her own state must not be violated either by withholding rights and 
privileges accorded others, or by denying authenticity through en- 
forced change procedures. 

This calls for changes in the experience which profes- 
sionals have of such children. Professional experiencing of the 
child usually mimics public experiencing of the child as inauthentic 
unless he or she changes. This new perspective calls for the profes- 
sionals to reexperience and authenticate for themselves those parts 
which they have aliented as inauthentic. It is only in being with and 
identifying with those parts of the self that the professional enters 


into communion with the inauthenticated child. 
The advocacy role of the professional also encompasses 


teaching the child to experience the authenticity of his or her state 
of being, and to recognize the projections of others upon that be- 
ing. 
At the same time it requires intervention in the world to 
allow the child to be just as he or she is and to teach the child to 
impose the same demands upon the surrounding world. 
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